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ABSTRACT
Social Literacy Education for Women Educators:
Will It Facilitate Their Entry into Public School Administration?
(February 1978)
Clotean H. Brayfield, B.A.
,
Stanford University
M. S.W.
,
Columbia University, Ed.D.
,
University of Massachusetts
Directed by: Professor Sheryl Riechmann
The purpose of this study was to determine if social literacy ed-
ucation inspired by Paulo Freire, the Brazilian educator and philos-
opher, could assist a selected sample of women educators to enter the
male-dominated field of public school administration. The study offers
historical and cultural perspectives by: presenting some of the past
cultural attitudes toward women and their education; surveying the
development of the education of women in ^erica and the emergence of
women as educational leaders and public school administrators; and
reviewing the current situation faced by women seeking employment in
public school administration.
Sample subjects were drawn from a pool of 84 potentially inter-
ested Connecticut women, most of whom were identified by Title IX co-
ordinators in the public schools. Fifteen of these women agreed to
attend a series of ten workshops, and 15 agreed to serve as control
subjects. The instruments given to measure workshop outcomes were the
Critical Consciousness Inventory (CCI) , the only test of Freire' s soc-
ial consciousness; Loevinger's Sentence Completion Test (SC), a measure
of feminine ego development; and the coding system for measuring post
achievement motivation training (nAch) . The first two instruments were
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given in a pre-post test design. The third was carried out as a follow-
up seven to ten months after the workshops were over.
My hypotheses that the experimental group would show a significant-
ly greater increase than the control group on their CCI and SC scores,
and that they would be more professionally active over time (e.g., sum-
mer, school year and future plans) as measured by the nAch coding sys-
tem, were all confirmed by statistical analyses. My assumption that
there was a correlation between scores earned on the CCI and the SC was
not supported.
The successful application of Freirean methodology in this study
and in other social literacy projects suggests that it can be effectively
applied in a wide variety of settings and situations . The approach
proved very compatible for the professional/personal needs of the women
participants. The techniques were non-prescriptive, flexible and en-
couraged women to use one another as resources, to identify their own
issues, to analyze their problems in a historical/cultural context and
to work collaboratively to bring about change. The favorable outcome
of the workshops indicates that most professional women can benefit from
this approach and that social literacy education can be a convenient and
attractive medium for the establishment of professional women's support
systems
.
The finding that there was no correlation between the CCI and SC
scores, but that experimental subjects nevertheless increased their SC
scores, raised a number of interesting questions which can not be
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answered with any certainty until much additional research is done on
the comparability of developmental theories and on the impact of vari-
ous consciousness-raising efforts on developmental levels. Further re-
search is also suggested concerning the compatibility of administrative
responsibility with the characteristics of individuals who register high
developmental levels.
The study concluded that women educators aspiring to administrative
positions can bring about change in the social systems which govern their
professional lives as they increase their level of social awareness, col-
laborate with one another, establish their priorities, appraise their re-
sources, and allocate their energies wisely. The study also recommends
that change projects not be prescribed but rather emerge from collegial
groups which have agreed upon the nature of their problems, the cause of
their difficulties and the way to go about trying to change the situation
Such projects represent what Freire calls a fully human effort to attain
cultural freedom.
viii
TABLE OF CONTENTS
Page
ACKNOWLEDGEMENTS
ABSTRACT vl
LIST OF TABLES xi
CHAPTER
I HISTORICAL AND CULTURAL PERSPECTIVES 1
Attitudes Toward Women and Their Education
The Development of Institutions for the Educa-
tion of American Women
Origins and Development of Women Educational
Leaders
Women in Public School Administration
The Current Outlook
Problem Statement
The Study
II DESCRIPTION OF THE STUDY: BACKGROUND ON SOCIAL
LITERACY EDUCATION AND METHOD 33
Social Literacy Education
Method
Instruments
Procedures
Hypotheses
Analysis
Limitations
III SOCIAL LITERACY WORKSHOPS
General Observations
Hartford Workshops: April 21 to June 23, 1976
Hamden Workshops: May 17 to July 6, 1976
Summary
ix
TABLE OF CONTENTS
(Continued)
CHAPTER
IV RESEARCH RESULTS AND FINDINGS 114
Examination of Hypotheses
Three Case Studies
The Workshops Remembered
V IMPLICATIONS OF THE STUDY 135
Social Literacy Education: Does It Work?
Support Systems for Professional Women
Instruments and the Need for Further Research
Social System Change: What's Feasible?
Summary
BIBLIOGRAPHY
APPENDICES . .
APPENDIX A:
APPENDIX B:
APPENDIX C:
APPENDIX D:
Subject Solicitation and Communication
Format for the Collection of Data
CCI Visual Stimuli and Coders' Report
Workshop Handouts and Compilations
155
163
X
LIST OF TABLES
Table Page
1 Background Characteristics of Experimental
and Control Groups 51
2 Conscientizacao Coding Categories Diagram 54
3 Some Milestones of Ego Development 59
4 Workshop Evaluations 112
5 GCI Pre and Post Means and Standard Deviation
Scores for Experimental and Control Groups 117
6 Summary Table of Pair-Wise Comparisons 117
7 Expected vs. Observed Change on the SC
for the Control Group 119
8 Expected vs. Observed Change on the SC
for the Experimental Group 119
9 Comparison of Positive Change Scores,
Control and Experimental Groups 120
10 Summary Table for Two-Factor Mixed Design
Analysis of Variance Procedure 121
xi
CHAPTER I
HISTORICAL AMD CULTURAL PERSPECTIVES
The purpose of this study is to determine if social literacy educa-
tion, as pioneered by Paulo Freire, the Brazilian educator and philos-
opher, can assist a selected group of women educators who want to enter
the male-dominated world of public school administration.
In this chapter, I will attempt (a) to introduce historically some
of the dominant attitudes of our culture toward women and their educa-
tion, (b) to review the development of the education of women in America,
(c) to describe the emergence of women as educational leaders, (d) to
examine specifically the experience of women as public school administra-
tors, (e) to describe the current situation confronted by women educa-
tors seeking to enter public school administration, and then, drawing on
the background material already presented, (f) to identify the problem,
the purpose and the significance of the study.
Attitudes toward Women and their Education
The formal institutionalized education of women, in this country as
well as in most countries, is a fairly recent development. As Woody
stated in his classic historical survey of women's education in 1929,
"From the days of our primitive ancestors women have generally' occupied
a sheltered place and have not, therefore, received a higher cultural or
professional training such as would enable them to deal with large
affairs, remote from the fireside" (Vol. 1, p. 1). The societal ration-
ales developed to keep women "by the fireside" and the reactions to
1
2these rationales constitute much of the history of women and education.
Antecedents
. It may not be so old-fashioned to turn to classical
Greece, as Woody does, to find the prototype of the role usually allot-
ted to women through the ages, for Aristotle and Plato have reached
through Western Civilization and are usually introduced as the first
great philosophers of education (in addition to being outstanding teach-
ers of their own and many another day). They formulated their views
about women and women's education at a time when the citizens of Athens
regarded the Intellectual accomplishments of women with mistrust and
relegated women to practical domestic services in harem-like isolation.
Aristotle believed that women were "controlled by a 'submitting prin-
ciple' rather than a 'governing one' and dominated by an irrational
rather than a rational soul" (Vol. 1, p. 13); therefore, they could not
be fathomed even by this great philosopher-scientist! Plato, on the
other hand, took what must have been a minority view when he claimed
equal capacities for men and women, and he urged equal educational op-
portunities for both. These arguments for and against the equality of
men and women have been with us ever since, but the actual practices of
most ages and peoples reflect a monotonous repetition of the preference
for female domesticity and subordination.
An exception came during the Renaissance, when the new worldly and
humanistic preoccupations of an emergent urban commercial society led to
the defense of a woman' s right to a cultural education and to literary
activity. However, with the passing of Elizabeth and the rise of Puri-
tanism in England, the earlier conservative views toward women and their
education reappeared. Despite this regression. Woody points out that
3"a distinct movement for women's intellectual emancipation appeared in
the latter part of the seventeenth century, which slowly achieved a small
measure of success until women were admitted to the universities in the
nineteenth century" (Vol, 1, p. 26).
The two centuries which it took for women to obtain the privilege
of a higher education are filled with debates about the nature of women
and about their educational needs, English writers of the seventeenth
centuiry such as Mrs. Makin, Mary Astell and Daniel Defoe supported mean-
ingful education for women. The eighteenth-century writers such as
Hannah Moore and Mary Wollstoncraft advocated women's education even
more passionately. In 1792 Erasmus Darwin recommended the inclusion of
scientific studies in women' s educational curriculum, if only in order
that they might improve their conversation and become better companions.
The nineteenth-century champion of women is probably John Stuart Mill,
whose influential essay On the Sub jection of Women was published first
in 1869. He attacked directly the principle of inequality and pointed
out that, unlike slaves who were allowed liberty to develop in some pri-
vate capacities, "women live in a hothouse and a stove cultivation."
Some capacities are forced into luxurious growth, others are stunted;
but "men indolently believe that the tree grows of itself" (Woody, Vol.
1, p. 214). A contemporary of Mill, Sidney Smith, posed more pointedly
the same thought in a famous article: "We are quite astonished, in
hearing men converse on such subjects, to find them attributing such
beautiful effects to ignorance. It would appear, from the tenor of such
objections, that Ignorance has been the great civilizer of the world
(Woody, Vol. 1, p. 37).
4There is a voluminous opposition literature to counteract the
friends of women's education. In England, they range from Dr. Johnson's
famous concern with his stomach—"man is, in general, better pleased
when he has a good dinner on his table, than when his wife talks Greek"
--to Lord Chesterfield's view of female mentality; "Women, then, are
only children of a larger growth; they have an Interesting tattle, and
sometimes wit; but for solid reasoning, good sense, I never knew one in
my life that had it; or who reasoned or acted consequentially for four-
and-twenty hours together "(Woody, Vol. 1, p. 41). France contributed
two influential and characteristic opponents. Archbishop Finelon in the
seventeenth century and Jean Jacques Rousseau in the eighteenth century,
with the latter probably the most effective exponent of the completely
restrictive view of women as "making her at best a tolerably intelligent
obedient slave" (Woody, Vol. 1, p. 70).
American attitudes . In the nineteenth century, many educational
opportunities opened up for women. It became acceptable for women to
learn the skills which would enhance her role as a "true woman" posses-
sing the four cardinal feminine virtues: "piety, purity, submissiveness
and domesticity." It was not tolerable for women to allow their intel-
lectual pursuits to clash with their domestic or religious duties. To
this end, the newly established women's seminaries promised education
which would make females "a handmaid to the Gospel and an efficient aux-
iliary in the great task of renovating the world," and "a good friend,
wife and mother," who could qualify for "the enjoyment of Celestial Hap-
piness in the life to come." In addition, a "true woman's"
education
was never complete until "she was instructed in the gentle
science of
5homemaking" (Friedman & Shade, 1973, pp. 96, 98, 109).
In the lather part of the nineteenth and early twentieth century
urbanization and industrialization greatly changed the lives of American
women. Although their educational and economic fortunes increased dra-
matically during this period, they continued to be hampered by the lack
of basic political rights. The passage of the Nineteenth Amendment in
1920, however, did not solve their dilemma but did signal a revolution-
ary change in feminine behavior and roles. During the twenties the
birthrate fell, increasing numbers of women entered graduate schools,
and the proportional number of women earning MAs and PhDs rose to a high
point in 1930 (Friedman & Shade, p. 3). The thirties through the fif-
ties saw a decline in the advanced education of women as they shared the
economic and war-time preoccupations of the nation and returned to the
"cult of domesticity" with the baby-boom and move to the suburbs which
followed World War II. The sixties and seventies have shown strong in-
dications that women are again concerned about their position and status
in American society and about the promise of emancipation which was
never fulfilled. Women's position today has been aptly summed up by
Max Lerner writing about America twenty years earlier (1957): "In
theory, in law, and to a great extent in fact, the American woman has
the freedom to compete with men on equal terms, but psychically and
socially she is caught in a society still dominated by masculine power
and standards" (p. 604).
It is to the historical development of educational facilities for
American women that I now turn.
6The Development of Institutions for the
Education of American Women
In early Colonial America, with the exception of Quaker settle-
ments, woman's preparation for her role as a good wife and mother was
learned in her own or other homes, and formal education was seen as a
frivolous distraction from the position which God had ordained. If the
rudiments of reading, writing and arithmetic were learned, that was only
to facilitate religious edification and the management of the home,
which was modeled after a small factory that turned raw materials into
clothing, tallow and foodstuffs. Even in New England, that early bas-
tion of educational opportunity in America, girls were not allowed to
attend the common schools until about the Revolutionary era, when places
like Norwich, Connecticut, gave girls permission to attend early in the
morning before the boys arrived and after they had gone home in the
evening (Woody, Vol. 1, p. 92). In this early period any education for
females beyond the dame schools, usually conducted in some local house-
wife's kitchen, must have come through individual effort and opportunity.
As the frontiers became safer and economic conditions improved, the
elementary common schools in the northern and central colonies gradually
began to admit girls. In many of the larger cities adventure school
masters and tutors of various kinds offered girls "advanced"
education-
al opportunities that were not previously available to them.
The Ursu-
line Convent for Girls, founded in New Orleans in 1727,
and the Bethle-
hem Female Seminary, established in Pennsylvania in 1742,
marked the
beginning of female boarding schools, seminaries and
academies which
7were to proliferate so rapidly in the latter part of the eighteenth cen-
tury and the first half of the nineteenth century. It should be remem-
bered, however, that these institutions aimed at, in Woody's words, "a
formal education of polite accomplishments" in order that women might
"embellish the home and society of her husband" (Vol. 1, pp, 96, 108).
And another historian of women characterized the entire education of
upper-class women in the eighteenth century as having "stressed sex dif-
ferences, encouraged the development of passive rather than active qual-
ities, opposed robustness of mind and body as vulgar, and emphasized the
importance of ornamental rather than utilitarian accomplishments" (Fried-
man 6e Slade, 1973, pp. 53-54).
Secondary and higher education . Advocates of a more serious higher
education for women began to appear during the latter part of the eight-
eenth and early nineteenth centuries. Many of these advocates estab-
lished educational institutions and produced their own approach to
female education. Benjamin Rush espoused a more substantial education
for girls; DeWitt Clinton, Thomas B. Gallaudet, William Russell, William
Woodbridge, Charles Burroughs and Emma Williard stressed the importance
of women as teachers at home and in the schools. Catherine Beecher
crusaded for the endowment of institutions for women's education so that
they might be equal to those of men (Woody, Vol. 1, p. 328).
The early seminaries placed great emphasis on religious, moral and
domestic education. One authority on the Victorian woman points out;
"The female seminaries were quick to defend themselves against any sus-
picion of interfering with the roles which nature's God had assigned to
women. They hoped to enlarge and deepen that role, but not to change
8its setting" (Friedman & Shade, 1973, p. 110). By 1850, however, social
forces were such that it was more difficult to know what a girl's future
would hold, and the stress gradually shifted to formal discipline (Fried-
man Sc Shade, p, 398) j to the development of a "sound mind in a sound
body," as stated by the trustees of Vassar College at their second an-
nual meeting on July 30, 1863 (Woody, Vol. 11, p. 118). The best of the
seminaries, by demonstrating the feasibility and usefulness of women's
higher education and by preparing common school teachers, paved the way
for the development of public high schools, women's colleges, normal
schools and the eventual entry of women into the universities.
The first public high schools (initially separate schools for girls
and boys), which were to extend the limits of girls' education and to
provide free-of-cost what the academies and seminaries were trying to do
for a fee, were established in the 1820s. They appeared at a time when
many seminaries were trying to change their curriculum from superficial
to more solid studies and appear to have benefitted from this reform.
Nevertheless, the development of the public high school was slow before
the Civil War, since the states were occupied mainly with establishing
public-supported elementary schools. In 1860, there were forty high
schools in the country, but the number had grown to 6,005 by 1900. As
the public secondary schools increased, seminaries and private institu-
tions declined (Woody, Vol. 1, pp. 544-45).
The idea of permanently endowed female colleges, which would de-
mand high quality studies in the liberal arts and would be able to main-
tain an independent college faculty, was advanced between 1825 and 1875.
The Georgia Female College, the earliest experiment in college education
9for women, opened on January 7, 1839. The American Women's Education
Association was formed under the leadership of Catherine Beecher in 1852
in order to encourage the development of such collegiate projects and
was praised for its efforts by Godey's Magazine and Lady's Book in 1854.
Woody states that "by 1855 the idea of college education for young women
in an institution like those established for men had been promoted in
Southern, Western and Northern sections of the United States; and the
efforts had been made in all to create institutions able to give such an
education" (Vol. 1, p. 147). However, it was probably not until Smith
College opened in 1875 that a women's college provided a course of study
at the very outset that was almost identical with the best men's col-
leges (Woody, Vol. 11, p. 182).
Professional and vocational education
. Concurrent with and follow- .
ing the establishment of female colleges, whose initial objective was to
develop the intellect of women, was concern with the specific prepara-
tion of women for a variety of professional opportunities. The rise of
universal elementary education created a huge demand for a cheap teacher
supply, which women—"the most natural guardians of childhood"—were
Invited to fill. At the same time, a movement was arising, partially
based on the influence of Pestalozzian theories, that advocated special
training for teachers. Great faith in such training was demonstrated by
the development of periodical literature in education, teachers' associ-
ations and, most importantly, normal schools or teachers' seminaries, as
they were first called. Private academies and seminaries had been train-
ing and preparing teachers since their inception but were no longer
considered adequate to the task. The first successful effort to estab-
10
lish a state-supported normal training school was made by Massachusetts
in 1839. The first normal schools were deemed highly successful, and as
the need for teachers became ever more acute, additional institutions
were gradually established all over the country. Women were the prepon-
derant population in the 101 normal schools of 1872, as well as in the
135 public and 43 private normal schools of 1392 (Woody, Vol. 1, pp.
473, 482-83),
Women were at a premium in Colonial America, but there were eight
eastern states with an excess of women over men in the population by
1860. Marriage could no longer provide the necessary support for all
women, and their need and right to participate in the world of work
became more of a focus in women's education. After 1840, women--many of
them married or supporting other family members—entered factories in
large numbers. The rise of domestic training in the schools coincided
with the exit of mothers from the home, and the decline of the family's
importance as an economic unit began. The new cry for public education
--to provide women with "handification" instead of "headification"--
led to the development of commercial education, industrial art and art
schools, evening schools, nurses' training, trade schools, horticulture
schools and other vocational programs (Woody, Vol. 2, pp. 1, 52, 65),
Coeducation . If females were to partake more broadly in the educa-
tional world, it was often necessary for them to share existing facil-
ities with their male counterparts rather than to wait for the expensive
and time-consuming duplication of such facilities. This practical con-
sideration is probably the primary reason for the development of coeduca-
tional practices at all educational levels, although in retrospect the
11
process seems painfully and ridiculously slow. Oberlin is the oldest
college in. the United States which has continuously practiced coeduca-
tion since its opening in 1833. A similar coeducational experiment was
begun successfully at Antioch College under the inspiration and leader-
ship of iforaee Maim in 1852. Coeducation was more conanon in the western
state universities such as Iowa, Washington, Wisconsin and Michigan. By
1870, 30X of the regular colleges admitted women, and in 1900 this fig-
ure had increased to 70X. Of more significance was the increase in the
number of women students in coeducational schools, which Increased from
3,044 in 1875, to 19,959 in 1900, whereas students at women's colleges
increased only from 9,572 to 15,977 during the same period (Woody, Vol.
2, p. 252). From the late 1880s, women were admitted to graduate facul-
ties and professional schools at many leading universities. The impor-
tance of these developments is emphasized by Woody, who observes, "It is
clear that through coeducation as a means, the right of every woman to
the highest educational facilities was established" (Vol. 2, p. 303),
In the eastern states the desire for separate colleges for women
arose partly out of the English tradition of ail-male instituions and
partly out of the fear that female students would crowd into the disci-
plines of the liberal arts and thereby cause male students to shun such
studies, even to abandon coeducational institutions entirely. In the
western states there was less concern about coeducation and less wealth
with which to establish separate Institutions. A third type of institu-
tion for the education of women, the coordinate college, arose in the
East as a compromise between the separate and the coeducational insti-
tution. Columbia, which established a program for women in 1883
12
(organized into Barnard College in 1889), and Harvard, which established
the Women's Annex in 1879 (renamed Radcliffe College in 1893), relied
heavily on the English experience at Queen's College in London and at
Girton College (1869) at Cambridge University. The Sophie Newcomb College
opened at Tulane in 1887
,
and many coeducational institutions utilized
this approach to minimize the need for identical education for both sexes
and to keep from "feminizing" the institution. It is interesting to note
the tendency in recent years to make most educational institutions coed-
ucational, at least on a token basis.
I now turn to the ridicule and resistance which accompanied each de-
velopment in women's education, because it is only with some understand-
ing of these conceptual and attitudinal obstacles and of the social forces
impinging on American women in the nineteenth and twentieth centuries
that we can appreciate the development of women as administrators in edu-
cational settings.
Origins and Development of Women Educational Leaders
The age-old arguments over the mental inferiority of women, about
their weakness, their place in the home, their subservience, were all
trotted out as each slow step was taken to advance educational opportun-
ities for women. As secondary and college education became available,
there were those who considered the undertaking of such stenuous study
so hazardous that "it would undo women's minds" (Woody, Vol . 1, p. 405),
destroy her womanly nature, harden and deform her character, doom her
"to live as pathological invalids" because of the pursuit of higher
studies (Woody, Vol. 2, pp. 152-154), and destroy American society! As
13
Woody observed: "It is strange, considering the immediate and very evi-
dent success of women in doing college work, that this belief in their
mental inferiority and physical weakness continued as long as it did.
Its persistence in the face of facts was one of the best proofs of the
social prejudice that opposed women's collegiate education" (Vol, 2,
p. 155).
These social prejudices were not part of the Colonial tradition.
The American Revolution and the Jacksonian era had substituted an egal-
itarian ideology for the hierarchial concepts of the Colonial period.
Men were offered all kinds of opportunities for self-improvement and
fulfillment, while women's role as economic producer and political par-
ticipant in society actually deterioriated. Women's work outside the
home, except in factories and common schools, was now frowned upon or
unavailable. Middle and upper class women had ample leisure time and
were expected to become models of feminine fashion and virtue. Women's
"proper place" became even more narrow and confining.
The attributes of "true womenhood"—piety, submissiveness and domes-
ticity--were felt to be essential for all females, whatever their fame,
achievement or wealth. One historian of women suggests with irony that:
"If anyone, male or female, dared to tamper with the complex virtues
which made up True Womanhood, he was damned immediately as an enemy of
God, of Civilization and of the Republic. It was a fearful obligation,
a solemn responsibility, which the nineteenth- century American woman had
--to uphold the pillars of the temple with her frail white hand." (Fried-
man & Shade, 1973, p. 96).
It is also ironic that during the period when women's place in the
14
home was most preached, it was suddenly discovered that women were the
natural teachers of youth and were preferable to men
—
providing they did
the job for 30-50% less wages! Despite this, women flocked to the field
in huge numbers and, by 1888, they constituted 63% of the teachers in
the country as a whole, and 90.04% in the cities (Friedman & Shade, 1973,
p. 88), thus becoming another source of concern. Fear of the "woman
peril" or the feminization of schools emerged in the late 1880s (Woody,
Vol. 1, p. 505) and is still expressed by many today. Similar fears of
feminization surfaced again in the early twentieth century with respect
to coeducation in the colleges (Woody, Vol. 1, p. 282).
Clearly, many women chose to risk the wrath of God, Godey's Maga-
zine and Lady's Book and the Republic. Some of them became active in
the abolitionist movement, appeared at Seneca Falls in 1848 demanding
equality for men and women, established female educational institutions,
joined women's uplift associations, or combined activities in all or
some of these endeavors. The names and activities of these women are
legion, and I will only mention a few pioneer women educators who, I
believe, were the predecessors and probable inspirations for women ad-
ministrators in the public schools.
Brnma Williard, bom in 1787, educated in a district school and an
academy, began to teach at age 17. In her late twenties she designed
a plan to introduce education for women at a level higher than had been
available, and she convinced the Governor of New York to establish such
an institution. In 1830 she visited schools in England and France,
and her plan was introduced in South America and Greece. In 1840,
she became the Superintendent of the common schools of Kensington,
15
GonnBcticut^ j Hnd sli6 fona@d tli0 FbissIb Comnon School AssociEtiou shortly
thereafter. She was famous in her time for service to education in
general, to female higher education and to "the great art of teaching"
{Woody, Vol. 1, pp. 305-13).
Black teachers were few and far between in the early national per-
iod, but there is the record of Catherine Ferguson, a slave who bought
her freedom and opened Kathy Ferguson's School for the Poor with 28
black and 20 -tdiite children in New York City in 1793. Perhaps more
typical was Sarah Jfeppa Douglas, born in 1806 to a free Philadelphia
Negro fanslly and educated by private tutors. In 1820, she opened one
of the ten private schools available to black children in Philadelphia
and subsidized by the Female Antislavery Society. From 1853 to 1869,
she ran the Girls Department of the Institute for Colored Youth, intro-
duced scientific subjects into the curriculum, and in her spare time
took the medical course at the newly established Ladies Institute of
Pennsylvania Medical University. Her successor at the Institute for
Colored Youth In Philadelphia was Fannie Jackson Coppin, born a slave in
1837, and graduated from Oberlin College in 1865. From 1869 to 1909 she
was the principal of the Institute's Female Department, where she added
courses in teacher training to the curriculum and established a school
for industrial arts (Lerner, 1973, pp. 76, 85, 88).
Catherine S. Beecher, bom in 1800, devoted nearly fifty years to
educational projects, some of which have been mentioned previously.
After a rudimentary education, at about the age of twenty she began to
prepare herself to become independent by teaching. She scandalized the
gentlemen of Hartford with her plans for the Hartford Female Seminary,
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which was opened in 1828, In 1833, she organized the Western Female
Institute of Cincinnati, hoping to Increase the supply of teachers in
the West, and later she helped establish schools in Iowa, Illinois and
Wisconsin. The strain of directing the Hartford Seminary broke her
health, and she had to leave it to recuperate. This is not surprising
since she describes her duties as training teachers, supervising all
housekeeping matters, directing the instruction, overseeing the govern-
ment and finances of the institution, selecting and controlling teachers,
creating and choosing the course of study and textbooks, looking after
the moral development and deportment of the students, and teaching four
or five hours a day! (Woody, Vol. 1, pp. 318-28, 354-55).
The founding of schools for black children in the South after the
Civil War was a particularly urgent and difficult task requiring not
only educational vision, indefatigable energy and administrative skill,
but also the ability to get funds mostly from white sponsors. Lucy
Laney, born a slave in 1854, founded the Haines Normal Institute at
Atlanta, Georgia in 1886. The school, supported by the Presbyterian
Board of Missions for Freemen, began with 75 students and had over 1,000
by 1940. Charlotte Hawkins Brown raised the initial funds to open the
Palmer Memorial Institute in Sedalia, North Carolina in 1902 by singing
and speaking in the summer resort hotels of Massachusetts. Mary McLeod
Bethune, born in 1875 to ex-slaves on a poor farm in Marysweet, South
Carolina, opened what was to become Bethune Cookman College in Daytona
Beech, Florida, with five students in a one-room shack on October 3,
1904. By 1922 the school had grown into a coeducational college with
14 buildings, 32 acres and 600 students (Lerner, 1973, pp. 122-42).
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Among the famous women who ran early schools in New England were
Zilpah Grant and Mary Lyon, In 1824, Zllpah Grant took charge of the
Adams Female Academy at Derry, New Hampshire, where she received the use
of the building free but had to pay all other expenses herself. Mana-
gerial responsibility for all financial and educational matters was hers
alone, but that did not preclude a dispute with the trustees, after
which Miss Grant and her assistant, Mary Lyon, moved to Ipswich Seminary
in 1832, where they reputedly raised the institution to its greatest
excellence. While still a young woman, Mary Lyon became an assistant
teacher at Ashfield Acadeiiy, a position never before held by a woman.
And in 1837, Mary Lyon opened her dream school. Mount Holyoke Seminary,
the first school to be established by appeal to public philanthropy.
She died in 1849, having ministered to more than three thousand pupils.
Her epitaph describes her spiritual fervor, which would certainly have
been shared by most of the women mentioned above: "There is nothing in
the universe that I fear but that I shall not know all my duty or shall
fail to do it" (Woody, Vol. 1, p. 362).
Women in Public School Administration
It is difficult to know when the first woman administrator of a
public school was appointed, but it might not be inappropriate to spec-
ulate that whoever she was, she probably attended a seminary founded and
managed by one of the women mentioned in the previous section. Woody
gives us only a few tantalizing references to women administrators here
and there, but ray guess is that a real understanding of this development
can not be obtained until a study is done on a state-by-state
basis.
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Universal elementary education was not achieved until after the Civil
War, so that the growth of the educational establishments varied widely
in different sections of the country as did also the demand for educa-
tional administrators.
We have seen the impossible demands upon the private school admin-
istrators and must guess at the job specifications of women administra-
tors in the public schools. If they did not have to be as concerned with
housekeeping and tuition matters, one wonders how the superintendents
made their appointed rounds (especially in the West)
,
interceded with
the "fine gentlemen" of their communities, kept the taxes down and the
quality of education up. In Woody's work, these women are only statis-
tics, but we can surmise that they were moved by the same forces which
effected their more reknown colleagues in private education.
Emma Williard's superintendency in the Kensington, Connecticut
schools (1840) is the earliest reference to a woman public school admin-
istrator which I found. In the 1850 's, Henry Barnard expressed his con-
fidence in the capacity of women to serve as school supervisors, and at
his suggestion one took charge of the schools in a rural district of
Rhode Island and is reported to have "accomplished wonderful results"
(Woody, Vol. 1, p. 515). In 1869, the president of the Wilmington,
Delaware Board of Education declared that they "learned by experience
that female teachers were better, and they have therefore employed them
exclusively for years, as principals and assistants, and both the govern-
ment and instruction of the schools are reported better for the change
(Woody, Vol. 1, p. 503).
The advancement of women into positions of leadership in
the public
19
schools was slow, but the way did gradually open for them to be appoint-
ed to higher educational posts. In the West, Illinois changed its law
making married or single women eligible to be school officers, and 11
women county superintendents were elected under this law in 1873, Under
similar statutes, women became superintendents in Iowa and Kansas, while
Michigan, Ohio and Pennsylvania moved in the same direction. In 1874
California declared: "Women over the age of 21 years, who are citizens
of the United States and of this State, shall be eligible to all educa-
tional offices within this State" (Woody, Vol, 1, p, 516),
Women were admitted to advanced offices as grudgingly as they were
first admitted to the schools as teachers and students, A statement
attributed to a school committee of Massachusetts seems to sum up the
attitude at that time: "As there is neither honor nor profit connected
with this position, we see no reason why it should not be filled by a
woman" (Woody, Vol, 1, p, 516), Nevertheless, those who were appointed
were reported to have filled their new positions both "honorably and
profitably," according to Woody, The 1873 Rhode Island State School
Report stated that as women had proved to be better teachers, they could
with "equal propriety and efficiency" act as school officers, and in the
same year the Kansas State Report noted "as county superintendents, the
verdict is that those elected in this State *have done their work faith-
fully and well, as well as the best and far better than many of the
men'" (Woody, Vol, 1, p, 517),
In 1896 two women held state superintendencies, 12 were superinten-
dents in cities, and 228 were heading county systems. Women could hold
any school office in 11 states, and in others they could hold certain
20
offices. The Coamis signer's Report of 1899-1900 showed a gain of 56
county superintendencies country-wide
,
and by 1903 there were 324 county
superintendencies in the hands of women. In 1913 the American Education-
al Review stated:
Four states --Colorado, Idaho, Washington and Wyoming,
have women at the head of their state school systems,
and there are now 495 women county superintendents in
the United States, nearly double the number ten years
ago. In some states women appear to have almost a
monopoly of the higher positions in the public school
systems. Wyoming has a woman state superintendent;
the deputy state superintendent is a woman; and of
the 14 counties in the state, all but one are direct-
ed educationally by women. In Montana, where there
are 30 counties, only one man is reported as holding
the position of county superintendent . . . New York
reports 42 women (district superintendents) as against
12 school commissioners in 1900. Other states showing
marked increases are- -Iowa from 13 in 1900 to 44 in
1912; Kansas from 26 in 1900 to 49 in 1912; Nebraska
from 10 to 42 in the same period; North Dakota from
10 to 24; Oklahoma, 7 to 14. In only two states is
a decrease reported--Tennessee had 9 in 1900 and only
5 in 1912, and Utah had one less than a decade before.
(Woody, Vol. 1, pp. 517-518.)
This popularity of women administrators proved to be short-lived,
perhaps because they like their sister teachers came more cheaply. For
instance, in New York until an equal-pay law was passed in 1911, the
manimum pay for male elementary school principals was $3500; for women,
$2500 (Woody, Vol. 1, p. 495). It was also the New York Board of Educa-
tion which adopted in 1903 a by-law directed to married women:
No woman principal, women head of department or woman
member of the teaching or supervisory staff shall mar-
ry while in service ... No married woman shall be
appointed to any teaching or supervising position in
the New York Public Schools unless her husband is men-
tally or physically incapacitated to earn a living or
has deserted her for a period of not less than one
year. (Woody, Vol. 1, p. 509.)
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We can also speculate that fear of the "women peril" and concern
that females were "'out of place in a teaching principalship
'
(high
school) and only slightly preferable in elementary principalships,
while they are comparatively young and still have the maternal instinct
toward children'" (Woody, Vol. 1, p. 515) also contributed to the decline
of women administrators. The theme that women can not properly influence
or control older male children has been a persistent and chronic one.
In addition, males dominated and have continued to dominate school
boards, as they have most business concerns, and their historical pat-
tern has been to keep the power in their own hands. Why this tendency
has diminished at various times and places is not clear.
After the passage of the Nineteenth Amendment, Friedman and Shade
point out in the introduction to their work. Our American Sisters (1973),
that "feminism was probably in better repute then than at any time in
American history." They go on to say that during the twenties the birth
rate fell and increasing numbers of women entered graduate schools,
while "the proportion of women earning M. A. 's and Ph.D.'s rose dramati-
cally to a high point in 1930" (p. 3). Despite the recent low birth
rate the proportion of women receiving Ph.D.'s relative to men is still
below the peak of the 1920s (Ginzberg, 1975, p. 156). Nevertheless,
currently we are in a period of increasing graduate training for women
and decreasing employment of women in educational leadership positions.
The question of what employment opportunities there are for women with
advanced professional education is probably more critical today than it
was 50 years ago.
If women and men are to challenge the discrimination and bias
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toward women In the educational profession, it is essential that they be
aware of the dominant attitudes toward women in our culture and of the
abundant historical antecedents for these views. The development of
institutions for the education of American women and the stories of the
courageous women who founded and directed them are well documented and
equally important to the status of women today. The story of the origin
and development of women as public school administrators and of the op-
portunities which have been extended or not extended to them at times
has not been fully written. When this history is finally available, I
hope that it will answer some of the questions about the cultural fac-
tors, the myths and the stereotypes which have brought women to their
present low status in public school administration. I refer to such
questions as:
(a) What social conditions were/are conducive to
the appointment of women as public school ad-
ministrators?
(b) Why, after demonstrating their ability, do
women lose ground in the administrative
field—e.g. , why did women lose their near
monopoly of higher administrative positions
in some states? Why have they consistently
lost ground in the educational administrative
field since the 1920s?
(c) What is the historical process for rational-
izing and modernizing old myths about women as
new information and/or opinions are developed?
(d) Why have some women been able to overcome the
formidable obstacles they confronted? Are they
superior beings, or have their attitudes about
themselves and their positions been important
factors in their professional success?
(e) Is the myth of feminizing schools tied close-
ly to the economy of supply and demand, and
to the desirability of administrative posts?
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The Current Outlook
We have seen that the attitudes regarding women—their place and
their abilities
--have not varied greatly since the "Golden Age" of
classic Greece, and many aspects of "the feminine nystique" continue
to pervade our current social thinking. The reality in the United
States, however, is that women* s role in the world of work has been
undergoing a "Revolution in Womanpower , " as Ginzberg (1975) calls it:
The tradition that the place of a married woman,
particularly a mother, is in the home was shatter-
ed under the hammer blows of World War II, when
women were told that it was their patriotic duty
to take a job. As frequently happens when major
social changes occur, neither men nor woman real-
ized that the move of married women into paid em-
ployment would be not only for the war's duration
but would represent a revolution in the American
way of life. (p. 143.)
In 1970 women constituted 38.7 million of over 93.6 million workers
who held a job at some time during the year. Almost three out of four
women between age 18 and 25 worked, and almost three out of five women
between the age of 25 and 60 worked. Despite their numbers, they are
concentrated and often over represented within a few occupations. Women
account for six or seven out of every 10 workers in health, teaching
(except college), waitresses and cooks, clerical (other than secretaries)
and typing. The median annual earnings for all fully employed women
workers were only three-fifths of those of men. Among managers, the
women's median was 53% of the men's; and among professionals and cleri-
cal workers, women's salaries were 65% of the male median (Ginzberg, pp.
143-45).
Ginzberg found that the most important single factor about women's
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participation in the work force is that "the more education a woman has
had, the more likely she is to work" (p. 149). Whereas only 23% of the
women with less than eight years of education worked in 1970, about 71%
of those with five or more years of college education were in the labor
force. "Among women younger than 65 who have had at least one year of
graduate study, the proportion in the labor force never drops below two-
thirds. In the age group 45 to 54, the proportion reaches the astonish-
ingly high ratio of 82%. Among college graduates, half or more work at
every age" (Ginzberg, p. 149).
Public school teaching, one of the few professions historically and
traditionally open to women, requires that those who teach continue to
upgrade their education. This results in a pool of highly educated wo-
men, most of whom will continue to teach into their later years of work,
but who have little opportunity to advance beyond the classroom level,
since most supervisory/administrative positions continue to go to men.
Although males hold managerial and leadership positions in most
predominantly female occupations, it is important for women educators
to be aware of the statistical realities they face in their own field.
Any question about the male monopoly in public school administration can
be dispelled quickly by a brief look at the statistics for 1970/1971,
which point out the disparity between the large number of women employ-
ed in education and the minute number employed in educational adminis-
tration. At the elementary school level, 85% of the teachers are
women, but 79% of the elementary principals are men. Women constitute
almost half of all secondary educators, but only 3.5% of them are junior
high principals, and 3% of them are high school principals. At the
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elementary level, 34/ of the assistant principals are women, at the ju-
nior high level 15%, and at the high school level 9%. Out of 65,302
central office administrators, 74% are men (most women at this level are
elementary curriculum or pupil personnel administrators)
. Some 99% of
superintendents and 97% of assistant superintendents are male (Fishel &
Potker, 1973, p. 387).
If women did not hold the necessary credentials in the highly cre-
dential-conscious profession of public school administration, these sta-
tistics would be more understandable. The reality is, however, that in
1970/1971, women held 46% of the master degrees and 20% of the doctorates
on a national basis. More recently and probably more representative of
the current public school administrative scene is New York, where 26%
of the doctoral candidates in educational administration at prestigious
Columbia Teachers College is female, while in New York State men hold
98.7% of the superintendencies
,
98.9% of the secondary school principal-
ships, 99.5% of the district principalships , and 81.2% of the elementary
school principalships. Although the number of women in the educational
administration doctoral program at Columbia has increased, the number of
women in public school administrative positions in New York State is now
less than was true of the nation five years ago (New York Times , 15 May
1975, p. 40).
Although relatively few women attain administrative positions in
the schools, once there, they do very well as documented by various re-
search studies over the last twenty years. In a comparative study by
Hines and Grobman of men and women principals in Florida in 1956, women
were found to be more democratic, parents rated them higher (even as
26
disciplinarians)
,
and the students and teachers in their schools had
higher morale (Fishel & Potker, 1973, p. 387). A study by Hemphill,
and Frederiksen (1962) had similar findings about women prin-
cipals: "The evidence appears to favor women if the job of principal
is conceived in a way that values working with teachers and outsiders;
being concerned with objectives of teaching, pupil participation and
the evaluation of learning; having knowledge of teaching methods and
techniques; and gaining positive reactions from teachers and supervi-
sors" (p. 334). A Michigan study done in 1959 showed that women teach-
ers (85% of elementary teachers are women) prefer women principals and
that male teachers who have worked with female principals are more fa-
vorably disposed toward them than male teachers who have not had this
experience; a national study of principalships found that women princi-
pals were more concerned about individual children in their schools,
were more confident of their own standards, and that regardless of socio-
economic status, children in schools with women principals achieved bet-
ter than those in schools administered by males; and a 1971 study of New
York State administrators found that women administrators were more able
and willing to deal with community groups (Fishel & Potker, 1973).
This empirical research is not cited to underscore the superiority of
females over males, but rather to emphasize the fact that the exclusion
of women from administrative positions seems to have little to do with
their administrative ability.
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Problem Statement
It scams clear that neither the possession of academic credentials
nor the potential to be as competent or more competent than their male
counterparts has much impact on the employment of women as educational
administrators. Women are losing out either because they are being
systematically discriminated against in public school administration,
or because they avoid administration, or both, Ginzberg (1975) finds
considerable evidence that both dynamics are operating.
Attitudes are shaped early in life and when girls
become aware that primacy is given to male work
goals, they learn to act accordingly. Since all
discriminatory systems have a built-in dynamic that
leads the victims to supply a rationale for bias,
female conformance to societal norms has served as
justification for differential treatment of the
sexes. Because its roots go deep into every facet
of our society and women as well reinforce exist-
ing preconceptions about proper female roles, sex
discrimination is exceptionally difficult to elim-
inate. (pp, 155-56.)
Ginzberg goes on to point out that although there is little doubt that
many women qualify for managerial positions, "it is an open question
whether large numbers will gravitate to managerial careers without spec-
ial encouragement and support" (p. 156), He applauds women s coopera-
tive efforts to form effective pressure groups and suggests that organi-
zations change according to the amount of pressure to which they are
subjected (p. 159). He identifies a significant time lag between changes
in women's status, interests and competencies, and in management's will-
ingness to "change their attitudes and accept this unknown, untried and
upsetting innovation"(p. 157), He advises women who are concerned about
the systematic sex discrimination that prevents them from entering
high
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positions to work to change the institutions of which they are a part.
Those who have the most to gain must assume the pri-
mary responsibility for action. Women must become
more knowledgeable and more sophisticated in manipu-
lating the various systems for their own benefit.
One cannot realize opportunities for other people.
One can help them, support them, show them the way,
encourage them, even train with them, but finally,
the responsibility for change rests with the party
of primary interest, (p. 158.)
Freire ' s approach
. Concern for the victims of oppression, such as
women educators experience in male-dominated public school administra-
tion, is central to the writings of another author, Paulo Freire, the
Brazilian educator and philosopher. Like Ginzberg, Freire believes that
the oppressed must take responsibility for seeking their own liberation.
In his book. Pedagogy of the Oppressed (1970), he states;
Although the situation of oppression is a dehuman-
ized and dehumanizing totality affecting both the
oppressors and those whom they oppress, it is the
latter who must, from their stifled hinnanity, wage
for both the struggle for a better humanity; the
oppressor, who is himself dehumanized because he
dehumanizes others, is unable to lead this strug-
gle. (p. 32.)
Freire provides a powerful methodology for the oppressed in their strug-
gle to attain liberation. He defines a developmental sequence leading
to what he calls critical consciousness. Critically conscious persons
are socially literate in that they possess the capacity to name/read the
existential situation in which they find themselves, to analyze how they
came to be in such situations and, most importantly, to develop an aware'
ness of their right and capacity to transform such situations.
Social
literacy is "truly an act of knowing, through which a person is able
to
look critically at the culture which has shaped him [her] and to
move
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toward reflection and positive action upon his [|he^ world" (p, 5),
Defined succinctly, social literacy is the capacity to name, analyze
and transform collaboratively the social systems in which we are living.
Freire s methodology is dialogical ("human existence cannot be
silent, nor can it be nourished by false words, but only by the true
words with which men fwomeii] transform the world") and collaborative
("no one can say a true word alone—nor can he [she] say it for another,
in a prescriptive act which robs others of their words") (p. 76), In
Freire* s model, dialogue and the collaborative naming of reality, re-
flecting upon and analyzing that reality, and acting to change that
reality, takes place in peer or colleagial groups, which we are calling
"social literacy groups." The ultimate purpose of these groups is to
raise the social consciousness, "the social literacy level," of the
participants. Socially literate individuals will come to recognize that
it is not their ovm inadequacies that cause their oppression, and they
will not dissipate their energies solely on self-improvement activities.
Similarly, they will not blame others for their oppression but rather
will study and attempt to change the social systems which cause them to
act in certain ways and to end their collusion with that system.
The Study
The problem which I have identified is that women educators who are
interested in entering public school administration have historically
encountered and continue to encounter systematic discrimination because
of their sex. In a Freirean sense, women victimize themselves and/or
are victimized by a series of myths, stereotypes, role expectations.
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policies, explicit and implicit rules, and norms which make It difficult
for them to obtain positions In public school administratration.
The purpose of this study is to deteraine if education, in social
literacy, as suggested by Freire, can increase the social consciousness
and facilitate the entrance of a selected sample of women into educa-
tional administration. The specific research questions to be asked are:
1. Can the level of social consciousness of a selected
saiBple of women who seek to enter public school ad-
ministration be increased by a series of workshops
in which there is a collaborative effort to:
(a) Understand some of the historical and cultural
factors, the n^ths and stereotypes, which have
brought women to their present low status in
public school administration;
(b) Identify the explicit and implicit rules, norms
policies and role expectations operating in their
school systems which make it difficult for women
to obtain administrative positions;
(c) Analyze the various ways which women collude in
maintaining oppressive syateiaic norms and role
expectations ;
(d) Evaluate leadership style and determine what be-
haviors are appropriate and acceptable to women
administrators ?
2. Will the Freirean naming and reflecting process lead
to collaborative actions which increase the prospects
of employment opportunities for a selected sample of
women who want to enter public school administration,
and will it assist recently appointed women adminis-
trators to become more critically conscious of the
oppressive norms in the systems which employ them?
3. What are the implications to be drawn from this study
generally about the relevance of social literacy edu-
cation and specifically about the level of social
consciousness, the social system information and
skills, and the role of collaborative action and
support systems for women who want to enter leader-
ship positions and to function as administrators in
public schools?
The significance of this study is both theoretical and
practical.
There is empirical research, historical data and cultural
experience to
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support the thesis that women are at least as well equipped as men to
meet some of the contemporary challenges of education. We shall never
know just how much women might contribute unless significant numbers of
them become educational leaders. For this to occur, they must become
knowledgeable about the rules which govern the employment of a predom-
inantly male administration in order that they, in collaboration with
others who are concerned about these oppressive norms, can attempt to
change those rules and obtain truly equal employment opportunities.
The study will attempt to test out the applicability of Freire's
approach to women who are interested in public school administration.
Although the theoretical approach to the study is guided by Freire, the
practical application of Freirean concepts is inspired by the Univer-
sity of Ifessachusett' s Social Literacy Project in the Springfield school
system and by Professor Alfred Alschuler, Nellie Santiago -WoIpow, Wil-
liam Smith, Janet Bailey and the many graduate students and school per-
sonnel who have attempted to adapt Freire to the reality of their pro-
fessional and personal lives. In this way I will attempt to borrow from
and build upon previous activities and dissertations which utilized
Freire's theories, while adding to these activities and to the foundation
for further research.
The practical significance of this study is closely intertwined
with the theoretical. It is assumed that the equal accessibility of all
qualified candidates, male or female, to positions in school administra-
tion will lead to more effective learning programs and to a more
humane
school environment. It is hypothesized that if women develop
skill in
identifying and analyzing the social norms which govern their
professional lives, they will be better able to challenge those
and to gain admittance to leadership positions
istration.
norms
in public school admin-
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CHAPTER II
DESCRIPTION OF THE STUDY:
BACKGROUND ON SOCIAL LITERACY EDUCATION AND METHOD
It is important to recall that this is primarily a project, rather
than a research, dissertation. It is designed to generate as well as
test hypotheses. The study attempts to adopt, to develop and to explore
the feasibility of applying certain methodology rather than to offer
definitive proof of the success or failure of specific methods. In
this chapter, therefore, I shall: (a) trace my attraction to Paulo
Freire’s ideas and provide an overview of my efforts to adopt social
literacy educational techniques for women interested in public school
administration; (b) describe the methods employed to obtain the women
in this study; (c) explain the instruments used to measure the impact
of my social literacy workshops; (d) outline my procedures; (e) state
my hypotheses; and (f) anticipate the limitations of such a study. The
form and content of the sessions in which the women participated is
described in detail in Chapter III.
Social Literacy Education
It is paradoxical perhaps that I chose the educator/philosopher,
Paulo Freire, to provide the theoretical foundations for my research.
1 attempted to apply Freire, a voice from the Third World and an expert
in the field of adult illiteracy, to middle-class women in Connecticut
with master's degrees or beyond. This paradoxical juxtaposition re-
quires both personal and theoretical clarification.
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Encountering Frelre
. I sought the opportunity to enter graduate
school because of tssy frustration with public school education, I was
convinced that students, parents, teachers and administrators were often
victimized by the operations of the schools, and nqr objective was to
obtain credentials which would allow me, a former school social worker,
to have a more significant say in how schools operate. Freire's con-
cern with oppressive social systems was therefore quite compatible with
ray own vague notions about system malaise in the public schools.
As a well-trained social worker, aspiring educational administra-
tor, and self-proclaimed humanist, I approached graduate studies as an
opportunity to expand ny repertoire of analyzing and problem-solving
skills. From what I now know was a Freirean ''naive/reforming" stance,
my plan was to enlarge my "bag of tricks” so that I could be more suc-
cessful in helping others resolve problems of which I was so acutely
aware. Freire might have had me in mind when he wrote:
If a social worker (in the broadest sense) supposes
that s/he is "the agent of change," it is with dif-
ficulty that s/he will see the obvious fact that, if
the task is to be really educational and liberating,
those with whom s/he works cannot be the objects of
her [his2 actions. Rather they too will be agents
of change. If social workers cannot perceive this,
they will succeed only in manipulating, steering and
"domesticating," If on the other hand, they recog-
nize others, as well as themselves as agents of
change, they will cease to have the exclusive title
of "the agent of change." (1973a, p, 116.)
The manipulative "extension-agent" mentality of my position, so
systematically and tellingly exposed in Freire's essay on "Extension
or Conmunication" (1973a, pp. 91-164), became apparent to me as I par-
ticipated in a sumnier workshop for junior high school teachers conducted
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by personnel from the University of Massachusetts' Social Literacy Pro-
ject. The process of identifying problems collaboratively
,
reflecting
upon the systemic causes of the problems from the perspective o£
Freire's developmental theory, and planning actions to solve the prob-
lems with the help of a group of warm and caring colleagues, was prob-
ably as liberating an experience for me as learning to read must be for
previously unlettered adults. I welcomed the opportunity to join the
Social Literacy Project in order to learn, more about Freire's ideas, to
practice some of the techniques developed there and, hopefully, to in-
crease my own level of social consciousness.
In my work with the Project I conducted a social literacy support
group for the teachers of an inner-city junior high school for one aca-
demic year, and I joined a graduate seminar that attempted to under-
stand and share the impact of Freire's writings. During this time I
also had the privilege of working with many individuals who, like my-
self, were attracted to Freire and were using his approach in both a
practical and theoretical manner. (Freire insists that only through
the delicate coiAlnation of reflective action and critical theorizing
can praxis , or meaningful impact on the world, be achieved.) I am es-
pecially grateful for their companionship, since I am convinced that
Freire's thought cannot be readily con^rehended in intellectual isola-
tion, and for their insights, since Freire's works are often as
diffi-
cult to fathom as they are to apply.
As my theoretical understanding of Freire grew, I began to
see a
connection between general women's issues and a specific,
admittedly
selfish, interest in the problems faced by women who
wish to enter
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public school administration. It occured to me that in North America
our material well-being, democratic institutions, domesticating educa-
tion and illusion of equality of opportunity have shielded many women
from .recognizing their own professional oppression. For example, women
educators seem to accept passively the fact that women hold less than
15% of the administrative positions in the predominantly female public
school teaching profession. If Freire's methods were successful in as-
sisting Ecuadorian campesinos to identify their oppression, they should
also be helpful to a group of women attempting to break down the bar-
riers in public school administration,
Freirean philosophy and women
. Freire's sense of historical-cul-
tural change could be equally helpful to women. His conviction that
the human vocation is not only to adapt to reality but to develop the
capacity to make critical choices and to transform that reality makes
us all potential cultural change agents. We can only accomplish such
change, however, if we are critically aware of the central conflicts of
the time--what Freire refers to as the "generative themes in our histor'
ical epoch," which begin to emerge and recede as individuals "create,
recreate and decide:"
An historical epoch is characterized by a series of
aspirations, concerns, and values in search of ful-
fillment; by ways of being and behaving; by more or
less generalized attitudes. The concrete represen-
tations of many of these aspirations, concerns and
values as well as the obstacles to their fulfill-
ment, constitute the themes of that epoch, which in
turn indicate tasks to be carried out. The epochs
are fulfilled to the degree that their themes are
grasped and their tasks solved; and they are super-
seded when their themes and tasks no longer corres-
pond to newly emerging concerns. (1973a, p. 5.)
37
As our so.ciety has been, rent by social and economic changes in re-
cent decades j we have been forced to recognize that large segments of
our population--be they youth, the aged, minorities, or woiHen--are de-
jHanding the right to define their own reality and to change that real-
ity as they see fit. We have indeed been caught up in what Freire re-
fers to as a time of epochal transition, which constitutes "an histor-
ical-cultural tidal wave.”
This shock between a yesterday which is losing rele-
vance but still seeking to survive, 'and a tomorrow
which is gaining substance, characterizes the phase
of transition as a time of announcement and decision.
Only, however, to the degree that the choices re-
sult from a critical perception of the contradic-
tions are they real and capable of being transformed
in action. Choice is illusory to the degree that it
represents the expectations of others. (1973a, p.7.)
Freire* a message is a clear and important one. If we want to be more
than mere onlookers, to do more than simply be swept along with the
tides of change, and to avoid the dehumanizing experience of having
others identify and create our reality, we must go beyond an awareness
of changing times. others expect of women and what they expect of
themselves
,
what belongs to women* s yesterdays and what belongs to their
tomorrows, cannot be prescribed for them. We who seek to assume leader-
ship roles and yet maintain some form of feminine identity must find
our own solutions.
According to Freire, therefore, women must play a critical role in
the completing and shifting of the historical epochs. How they
perceive
the epochal themes and how they act upon their perceptions
determines
their capacity to achieve their full humanity and affirms them as
sub-
reduces them to objects. The task of such human participants,jects or
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whatever the themes of their epoch or the state of their society, is to
develop a permanently critical attitude in order that they may intervene
critically in the reality of their times. As Freire recognizes, there
are many forces working against the achievement of such a critical atti-
tude.
But unfortunately what happens to a greater or lesser
degree in the various "worlds" into which the world is
divided is that the ordinary person is crushed, dimin-
ished, converted into a spectator, maneuvered by myths
which powerful social forces have created. These
myths turn against him [her] ; they destroy and annihi-
late him [her]. Tragically frightened, men [women]
fear authentic relationships and even doubt the possi-
bility of their existence. On the other hand, fearing
solitude, they gather in groups lacking in any criti-
cal and loving ties which might transform them into a
cooperating unit, into a true community. 'Gregarious-
ness is always the refuge of mediocrities.' (1973a, p. 6.)
How the individual can be assisted to identify the emptiness of gregar-
ious gatherings, to regain confidence in his/her peers, and to labor
with them in order to attain critical consciousness is the core ques-
tion answered by Freire' s educational method--what he calls education
for critical consciousness.
Education for critical consciousness . This phrase came out of
Freire' s work with both rural and urban illiterate adults in Brazil and
later in Chile, Through these experiences Freire recognized that men/
women have a relationship to their cultural reality, whether they are
literate or not.
It is sufficient to be a person to perceive the data
of reality to be capable of knowing even if this
knowledge is mere opinion. There is no such thing as
absolute wisdom. But men [women] do not perceive
those data in pure form. As they apprehend a phenom-
enon or a problem, they also apprehend its causal
links. (1973a, p. 44.)
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Freire maintains that how individuals perceive causal links is related
to the developmental level of their consciousness. Individuals at the
£ magical/eonfonaing level of consciousness simply attribute
problems to a superior power and are fatalistic and resigned to accept-
ing things as they are. Individuals at the second or naive/reforming
level of coaseiousness attribute problems to individuals who deviate
from acceptable or ideal roles and are interested in improving them-
selves or changing others. Individuals at the third or critical/trans -
forming level of consciousness attribute their problems to the unjust
or inh'mna.ne systems which victimize them, and they attempt to change
those systems (see Smith & Alachuler, 1976, pp. 13-44).
Freire 's educational goal is clearly to move individuals from magi-
cal to naive consciousness toward critical consciousness so that they
can: (a) identify or name the systemic problems; (b) reflect upon and
analyze the systemic causes of their existential problems; and (c) act
coilaboratively to transform the system. In order to carry out this
educational goal, Freire has developed an educational approach which is
compatible with his educational philosophy and which assisted him with
the various populations which he attempted to reach.
Culture circles . Freire' s experience as the Coordinator of the
Adult Education Project of the Movement of Popular Culture in Recife,
Brazil, led to the development of a new institution of popular culture:
"a 'culture circle,' since aiaong us a school was a traditionally pas-
sive concept. Instead of a teacher, we had a coordinator; instead of
lectures, dialogue; instead of pupils, group participants; instead
of
alienating syllabi, compact problems that were 'broken down'
and codi-
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fled into learning units” (1973a, p, 42). The approach in the culture
circle was threefold. The first was an active dialogical method. The
effort here was to place the teacher and learners in a relationship of
equals, which made them empathetic partners in the learning process.
"This teaching cannot be done from the top down, but only from the in-
side out, by the illiterate himself [herself}, with the collaboration
of the educator” (p. 48). The second was to change the content of edu-
cation by intorducing the anthropological concept of culture--culture
as the human contribution to a world they did not make. "From that
point of departure, the illiterate would begin to effect a change in
his former attitudes, by discovering himself to be a maker of the world
of culture, by discovering that he, as well as the literate person, has
a creative and recreative impulse" (p. 47). The third was the use of
various methods to break down the concept of culture into its basic
attributes. The "break-down" consisted of developing ten pictures rep-
resenting existential situations which were common to the participants
in the culture circle. Each of these visual representations was design-
ed to elicit discussion from the participants in a dialogue with the
coordinator.
Primers were discarded because they "donated" words to the illit-
ei^ate and robbed him/her of the opportunity to be the subject of his/
her own learning. Instead they used "generative words," whose syllabic
complexity made it possible for the learner to recombine syllables and
make new words. In this way illiterates were able to grasp critically
how words were formed, and they themselves could engage in recreating
word combinations. The vocabulary of the groups with whom they worked
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was researched during informal personal encounters with the local resi-
dents. Words were selected with the most existential and emotionally
charged meaning as well as typical sayings and expressions common to
the group. Fifteen to 18 words were deemed sufficient to teach the
basic phonemes of the Portuguese language (p. 49) in a period of from
6 to 8 weeks (p. 53).
Coordinating the circle
. The educator/coordinator role in the cul-
ture circle is a delicate and sensitive one. For the teacher who has
been trained to impart and transfer knowledge, it is well neigh impos-
sible to "present to the educatees as a problem the context which medi-
ates them, and not to discourse on it, give it, extend it, or hand it
over, as if it were a matter of something already done, constituted,
completed, and finished" (Freire, 1973a, p. 153). Freire indicates that
training coordinators was a major problem in his program. The chief dif
flculty lay in assisting coordinators to develop a dialogical attitude,
one so foreign to their previous upbringing and education (1973a, p. 52)
Coordinators can pose problems but cannot Impose or prescribe solutions.
They cannot stand aloof from the process either but, in an I-and-Thou
relationship, must relearn through the learning of others.
The coordinators of the culture circles must immerse themselves in
the reality of the group. They must be capable of what Freire describes
as "communing with them" and of "proclaiming the world with them (1973a
p. 164). This requires a willingness to start where the group is, at
whatever state of consciousness, and to attempt to see the world through
their eyes. Coordinators must not supply "technical aid, for such aid
prevents the group from 'unveiling' and discovering reality and from
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seeing themselves as being 'aided'" (1973a, p. 152), In short, the
learning experiences must be liberating rather than domesticating, and
the objective must be to bring about radical change in how reality is
perceived and acted upon.
Summary
. A continual search for freedom is implicit in Freire's
training methods and caused him to be exiled from Brazil when a right-
wing military dictatorship took over. Freire believes that freedom is
neither a gift nor a myth but rather is "the indispensable condition
for the quest of human completion" (1973a, p, 31). The quest for free-
dom, however, is not often waged by oppressed groups, who have been
socialized into accepting roles prescribed for them by various oppres-
sive systems. In this way they "play host" (or hostess) to the oppres-
sor, they internalize the image which has been imposed upon them. They
are often afraid to give up or "eject" this image, what Freire calls
"fear of freedom," because they will have to replace it with autonomy
and responsibility (1973b, p. 31). The oppressed state of conscious-
ness is common among large segments of the population in economically
deprived and politically repressive situations, but one could also ex-
pect to find it among women in a country as affluent and democratic as
this one. Perhaps "fear of freedom" explains even the resistance of
large numbers of women to the Equal Rights Amendment. An essential aim
of consciousness raising for critical consciousness is the attempt of
the oppressed to help each other see, name, understand, and stop playing
hostess to the oppressor.
These then are the elements of Freire's philosophy and methods
which I had gleaned from Freire's writings, from my dialogues with
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others about Freire, and from my own experiences in the Social Literacy
Project. Freire* s sense of historical-cultural change and of epochal
or generative themes as they apply to women's roles; the human impor-
tance of developing a critical attitude in order to intervene critically
and actively in the oppressive reality of one's time and in order to
avoid playing hostess to oppressive systems; the process and content
of education in culture circles and the role of the coordinators in
theta--all became the basic ingredients of a series of workshops which
I designed for women who are interested in public school administration.
Fifteen Connecticut women were brought together to attend these work-
shops. The primary purpose of the workshops was to raise the social
consciousness level of the participants. This study documents the work-
shops and their consequences for the women who participated in them.
Method
I wrote to 84 women who had been identified as interested in public
school administration. From this pool, 15 women agreed to attend 10
workshops and, because of the geographical distance between their resi-
dences, were divided into the two subgroups which constitute my experi-
mental subjects. Another 15 women who were interested but unable to
attend the workshops constitute ray control subjects. The instruments
given to measure changes resulting from the workshops were the Critical
Consciousness Inventory (CCI) , the Sentence Completion Test (SC), and
the coding system for measuring post achievement training behavior
(nAch). The first two instruments were given in a pre-post test
design.
The third was carried out as a follow-up to the workshops 7
to 10 months
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after they were over.
I hypothesized that, as an immediate result of the workshop exper-
ience, the experimental group would show a significantly greater increase
in their CCI and SC scores compared to the control group. I further hy-
pothesized that, as measured by the nAch coding system, and as a result
of the workshop experience, the experimental group would be more profes-
sionally active over time than the control group.
Recruiting the sample . The subjects in this study were 30 Connecticut
women who were interested in public school administration. "Interested
women" were defined as those who wanted to take or had taken graduate
courses in administration, who had already obtained or could obtain ad-
ministrative certification, who had applied for administrative positions,
or who had been appointed to administrative positions in the past 2 years.
The study therefore involved women in three phases of administrative in-
terest: those who were thinking about or were attempting to prepare for
administrative certification; those who have obtained administrative cer-
tification and have sought or were seeking administrative positions; and
those who had been appointed administrators during the last 2 years.
I obtained both experimental and control groups by contacting all
of the Title IX Coordinators in the Connecticut public schools, by con-
tacting many associations and organizations, and by informal contact
with interested individuals. I was aware of these resources because
on January 6, 1976, I began an internship for Title IX and Sex
Discrim-
ination Issues at the Connecticut State Department of Education. The
internship was a Federally funded project in which I worked 2 or 3 days
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per week until June 1976. My mentors. Dr. Susan Bailey and Dr. Roberta
Howells, -were Co-coordinators for Title IX at the Connecticut State De-
partment of Education. They had assumed the responsibility for dissem-
inating information throughout the Connecticut public, school system
about Title IX, which prohibits sex discrimination in education. It was
my job to assist them with this task.
As a part of this task, I helped in the preparation and presentation
of two regional Title IX workshops on January 27 and 28, 1976. At these
workshops, I obtained permission to request the cooperation from the at-
tending Title IX Coordinators in sending me the names of women interested
in educational administration. I distributed a handout to this effect
(see Appendix A) . These handouts had no official sanction of the State
Department of Education and were separate from other materials distri-
buted at the workshops.
Following the workshops, the Title IX literature and my handouts
were mailed to all of the Title IX Coordinators who did not attend the
workshops. Thus, by mid-February, 1976, a copy of my request for the
names of wonsen interested in educational administration had been distri-
buted or mailed to every known Title IX Coordinator in the public schools
of Connecticut. A follow-up reminder was mailed out in mid-March. Dur-
ing this time, I wrote to the officers of the 17 organizations (see Ap-
pendix A)
,
who also served as advisors to or members of the State Board
of Education and the Permanent Commission Interagency Committee on
Sex
Discrimination in Education on the Status of Women, requesting
their help
in locating women interested in educational administration.
Throughout
the January-April period, I attempted to exhaust all
personal and
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Informal contacts who might contribute additional names to my list.
Upon the receipt of a name, I wrote a standard handwritten letter
to each woman. The letter outlined my plan to form a critical conscious-
ness-raising group for women who were Interested in educational adminis-
tration, and I enclosed a post card for the women to return if they were
Interested in knowing more about such a group (see Appendix A) . By
April 10, 1976, I had received the names of 84 women who were Interested
in public school administration and to whom 1 had written personally.
Of these names, 59 had come from Title IX Coordinators, 19 of them had
been suggested by other women, 4 had referred themselves, and 2 were past
acquaintances who had shared my own interest in educational administra-
tion. Twenty-seven women responded positively to my letter by returning
my post card or telephoning me, and I then contacted each of these women
by phone to further explain my interest in conducting a series of work-
shops and to negotiate a possible time and place for an exploratory meet-
ing. Fifteen women responded that they were not Interested at this time.
Eleven gave no reason for their negative response, three indicated they
were interested but had no time, and one indicated that she had not ex-
perienced any of the problems mentioned in my letter. Exactly half of
the women whom I contacted responded positively or negatively to my
let-
ters, and half of the women I contacted did not respond at all.
Meeting with Interested women . I held the initial exploratory
meeting on April 21, 1976. I had hoped that between 15
and 20 women
would attend the meeting in Hartford, which at least
initially seemed
to be the most central and convenient location
for the majority of the
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respondents. Only 11 women attended this meeting, however, and it be-
came clear that the need to travel some distance might preclude the at-
tendance of some participants from the Hamden area. Hartford area women
were willing to share the burden of travel but were also reluctant to
travel extensively
. It was agreed that we would meet in Hartford again
the following week and that I would contact all of those who had agreed
to come but had not appeared for the first meeting.
When I telephoned each of the women, three things became apparent.
The first and most obvious was that the group of women with whom I was
working was, by definition, exceedingly busy and involved in numerous
professional activities. These ranged from taking graduate courses re-
quired for certification as an administrator to serving on school com-
mittees concerning such matters as Title IX, curriculum revision, and
inservice training. Some of the women were active in the educational
associations or unions, both locally and on a state-wide basis, and
some of them were practicing administrators who had responsibilities
which went far beyond the regular school day. The second matter which
became apparent was that April, May and June are exceedingly hectic
times for such women. The school year comes to an end then, and grad-
uate course requirements such as papers and examinations come due. The
third matter-—probably closely related to the first and second was
that most women are reluctant to spend the time traveling to meetings
during a busy school week and after a long school day. The result of
all this was that it was very difficult to find a meeting time and place
convenient for everyone in the group. Individual schedules had a strong
influence on attendance at each group meeting and on some women who
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began but were unable to complete the series of workshops.
On April 28th, 10 women appeared for the second meeting, but two
of the Hamden women did not return, Hlne Hartford area and one Hamden
area women agreed to continue with the workshops In Hartford, although
only seven of them completed the 10-workshop -series
.
After the second
Hartford meeting it became clear that my hope of establishing a state-
wide group was unrealistic. It also became clear that there were not
enough women, in my Hartford area group to provide the minimum sample of
15 for nsy experimental group. The Hamden school system, serving a medi-
um-sized suburb in. another central location within the state, had pro-
vided me with the names of 27 women, three of whom had attended my
Hartford exploratory meeting and seven of whom indicated an Interest.
Therefore, I decided to attempt to establish a Hamden branch of the
workshops
.
After telephone conversations with the seven interested women, and
with the advice of the three Hamden women who had come to Hartford, an
exploratory meeting similar to the one held in Hartford was scheduled in
Hamden on May 17, 1976. Notices of this meeting were sent to all of the
27 Hamden women and to a few other women who lived nearby.
Fourteen women attended the exploratory meeting at Hamden High
School on May 17th. A number of them indicated support and
interest
but were unable to commit themselves to nine more workshops.
It was
agreed that all of those who wanted to continue would
return the follow-
ing week. On May 25th, 10 women attended, of whom
eight eventually com-
pleted the workshop series.
Tnree of the women in my control group were
women who attended the
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first organizational meeting in Hartford (one subject) or Hamden (two
subjects) and had indicated they would like to continue but were unable
to commit the time to attend nine more sessions. Ten control subjects
were women who had responded positively to my initial letter and had
said they would like to attend the meeting but had not appeared, I
called each of them after the first meeting, and they expressed a con-
tinued interest and support but indicated they could not find the time
to attend the workshops. All of them said they would be willing to
serve as subjects in my control group. One of the control subjects was
suggested by another woman in the control group, and one control sub-
ject was suggested by a woman in the experimental group. In the control
group, six women were from the Hartford area, five from Hamden, three
from a large community 60 miles to the west and one from a small com-
munity 50 miles to the south.
My assumption and experience was that my control subjects were as
interested in and supportive of my workshop efforts as ray experimental
group. The only difference between the groups was that the control
group was less available and/or less motivated to attend. The pressures
of time for professionally active and busy women was a repeated theme
throughout this research, and it is surprising and gratifying that both
my experimental and control subjects were able to give as much of their
time as they did. Difficulty in contacting, scheduling, traveling to
and maintaining consistent contact with such a group had to
be expected.
Backgrounds of the participants . Given the small number
of women
available for the study, it was not possible to attempt
to match the
background characteristics of the experimental and
control groups. As
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seen In Table 1, however, the groups were not significantly different in
terms of age, marital status, number of children or status of adminis-
trative certification. The only significant difference between the
groups was the number of years in the classroom. This might be explained
by the fact that the experimental group members tended to be somewhat
older, and they may not have been as quick to pursue administrative ca-
reers as their younger and possibly more liberated colleagues. Gener-
ally, women have not sought or been appointed to administrative posi-
tions until they are much older and more experienced than their male
counterparts. It may be that the younger women had higher professional
expectations for themselves and were seeking positions of responsibility
and recognition earlier in their careers. The number of years spent in
the classroom varied as widely among as between experimental and control
subjects and seemed to reflect individual career attitude and/or oppor-
tunity rather than to represent a distinguishing characteristic of ei-
ther group.
Indeed, the surprising and instructive finding in my sample was
the statistical similarity of those women and their individual diver-
sity. Based on this sample, it seemed clear that interest in public
school administration was shared by women as young as 25 and as old as
53, by single and married women of young and middle ages,
by women with
no children and as many as six children, by women in the
classroom 4
years or 20 years, by women in elementary and secondary
schools, and by
women in small rural schools as well as in large urban
school settings.
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Table 1
Background Characteristics of Experimental
and Control Groups (Experimental N=15; Control N=15)
Characteristics Experimental Control _t & X'^ Probability
Age M = 39
Marital Status
Single 4
Married 8
Divorced 3
Widowed 0
Number of Children
None 8
1 1
2 2
3+ ^
Years in Classroom M= 12.86
Level of Teaching
Elementary 8
Jr, High School 2
Sr. High School 5
Status of Administra-
tive Certification
Possess Certificate 11
Working on Certificate 4
M = 35.4
2
11
1
1
8
1
3
3
M = 8,40
t 1.283
3.431
X^ 0.343
t 2,514
X^ 0.158
7
2
6
X^ 0.600
9
6
NS
NS
NS
.01
NS
NS
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Instruments
In order to measure the impact of my social literacy workshops on
the previously described sample, I utilized three instruments: the Crit-
ical Consciousness Inventory (CCI), Loevinger's Sentence Completion
Test (SC)
,
and the coding system developed to measure post achievement
training behavior (nAch)
,
The CCI is the only test of Freire's stages of social conscious-
ness. Because it is a recently devised instrument, it has not been ex-
tensively validated on a variety of populations. Because of this limit-
ed validation, I decided to use another instrument, based on Loevinger's
stages of ego development, which was developed and normed as a result of
extensive research on the structures of women's personalities. Some
correlation between the level of social consciousness, as measured by
the CCI, and the ego development level, as measured by Loevinger's
stages, would indicate if relevant developmental personality changes
of a structural nature occured as a result of the social literacy work-
shops. Finally, in an attempt to ascertain how workshop activities
have affected the behavior of participants, follow-up telephone inter-
view responses were coded by an objective coding system developed to
measure the behavioral impact of achievement motivation training (nAch).
Critical Consciousness Inventory (CCI) . Since my primary objec-
tive, like Freire's, was to increase the critical consciousness of the
women in my study, the main instrument used to measure the impact of my
social literacy workshops was the CCI. The CCI was designed to measure
conscientizacao
.
the Portuguese term used by Frelre. The need for such
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a measuring instrument grew out of a protracted attempt to come to grips
with Freire's abstract and widely-scattered writings. The creators of
the CCI defined conscientizacao as "the developmental process through
which an individual moves from magical, to naive, to critical conscious-
ness" (Smith, 1976, p, iii) , The CCI was developed to determine the
level of consciousness (in situations) before and after consciousness-
raising efforts.
For his work on the Nonformal Education Project in Ecuador, Smith
(1976) collected the protocols which were used to identify the charac-
teristics of the individuals at the magical and naive levels of con-
sciousness, Once the stages were defined more precisely, Smith and
Professor Alfred Alschuler of the University of Massachusetts were able
to develop a method of eliciting samples of individual problem-solving
thinking and a coding process which categorized and scored an individ-
ual's phrases on three levels: "naming," "reflecting" and "acting."
The total of the scores yielded an overall conscientizacao , or develop-
mental score. Table 2 is a diagram of the conscientizacao coding cate-
gories.
Two validation studies have been conducted on the CCI test. The
first, in Ecuador, showed that magical and naive behavioral character-
istics could be predicted and measured by the CCI coding system (Smith,
1976). The second, in the United States, indicated that women who
par-
ticipated in consciousness-raising groups for at least one year
had
significantly higher CCI test scores than comparable women who
were
entering consciousness-raising groups for the first time
(Bailey, 1976)
In 1976-77, Professor Alschuler of the University of
Massachusetts.
Table
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received a Federal grant to provide social literacy training for secon-
dary teachers in urban desegregating school systems and planned to use
the CCI as part of this project. Other doctoral candidates at the Uni-
versity of Massachusetts are utilizing the CCI in their attempts to
adapt Freire's ideology and methods in the United States. However,
Smith warned that, due to the smallness of his own sample size, "the
coding system should be seen as yielding highly encouraging results,
but needing confirmation through replications and extended applications
and careful analysis of the instrument and code's internal properties"
(1976, p. 124). Hopefully, the use of the CCI in this study has con-
tributed to this confirmatory process.
The CCI consists of showing pictures which are expected to elicit
individual, group, written or oral responses to a series of questions,
which are structured to evoke information about the consciousness stage
at which situations are named, analyzed and acted upon by respondents.
Because no previously devised tests were suitable to my study, I found
it necessary to create my own test, which is composed of six pictures,
four taken from educational journals and two photographs from a social
literacy support group In a Springfield junior high school. The pic-
tures were chosen to determine how aspiring women educational adminis-
trators perceived (a) their individual position in the schools,
(b) a
group of women interacting in a possible school setting,
and (c) the
presence of one male in a group of two or more females
(see Appendix B)
Since the data solicited from these pictures was
so important, I
made an extensive effort to select suitable
pictures and combinations
of pictures and to test them informally on 15 or
more individuals prior
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to incorporating them into the test. Dull or inflammatory pictures
were discarded in the hope of providing meaningful but ambiguous visual
stimuli. The importance of the visual stimulus is stressed by Smith
(pp. 129-30) and by Bailey (personal communication, February 1976), who
adapted the GCI to participants in women's consciousness-raising groups-
In an attempt to avoid the possibility that one or more pictures
would produce a minimal or inappropriate response, half of the experi-
mental and control groups were given one subset of three pictures for
pretesting and the second subtest of three pictures for post testing.
The subtests were reversed for the other half of the subjects. In this
way I attempted to identify those pictures which consistently produced
limited responses and to obtain enough examples so that poor visual
stimuli would not distort the total conscientlzacao score.
In summary, I expected the GCI to yield a variety of information
which would: (a) identify the conscientizacao level of the experimental
subjects at the beginning and at the end of the social literacy work-
shops, in order to determine if I had achieved my objective of increas-
ing the social consciousness of the participants; (b) provide each sub-
ject with a conscientlzacao score, which could be correlated with an ego
developmental score as measured by the SC; and (c) add to the
growing
data which will assist in the increased validation and
applicability of
the CGI,
Loevinger's Sentence Completion Test (SC), Going
from the CCI to
Loevinger's Sentence Completion Test in terms of
validative research is
a bit like moving from a four-room cottage into a
16-room mansion! Jane
Loevinger, currently Professor of Psychology at
the Social Science
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Institute, Washington University (St. Louis), and her many colleagues
spent years developing a scoring method "for use in judging level of
development from written sentence completion protocols of women and
girls at least 12 years old" (Loevinger & Wessler, 1970, Vol. 1, p. xi) .
Their research culminated in the publication (1970) of a two-volume
scoring manual entitled. Measuring Ego Development
. A sample of over
750 diversified subjects were used to develop the manual, and its pre-
publication evaluation was extensive. "To summarize, studies with the
scoring manual have shown it to be quite reliable regardless of amount
of previous training of the raters above a certain self-taught minimum.
The test provides a measure of a unitary dimension that can be consid-
ered to be a developmental trait" (Vol. 1, p. 53).
Loevinger describes herself as an abstract developmental psycholo-
gist, one of a "cohort of ego psychologists," including Clyde Sullivan,
Douglas Grant, Marguerite Warren, Kenneth Isaacs, Robert Peck and
Lawrence Kohlberg. Although each of these authors varies in terminology
and conception, they have in common: a projection of sequential devel-
opment that is both normal, individual and non-age related; a holistic
view of personality which sees behavior as having meaning or purpose;
and a concern with impulse control, character development, interpersonal
relationships and cognitive functioning (Vol. 1, p. 3).
Ego development is an abstraction, as is Freire's concept of con-
scientizacao
,
and such abstractions must guide and be guided by empiri-
cal observations. In this sense, the coding systems developed by Smith
to measure conscientlzacao and by Loevinger to measure ego development
have many similarities. These similarities, in addition to the fact
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that Loevinger's test is normed and validated, led me to choose it as a
complimentary measurement to the CCI.
The SC also provides a feminine personality developmental level,
which can be correlated with Freire's level of social consciousness.
How closely these levels correlate is of theoretical Interest, since
Freire has not presented himself as a structural developmentalist
,
and
it is not clear if this is an appropriate theoretical framework in which
to attempt to fit him (see Smith, 1976, pp. 77-90). Moreover, ego de-
velopmental levels are considered stable personality traits, and it is
important to determine if so-called structural personality changes are
affected by short-term experiences such as the social literacy workshops.
An understanding of ego developmental stages could also provide a prag-
matic way of evaluating various ways to assist women to enter public
school administration.
A careful perusal of Loevinger's seven stages of ego development,
as described in Table 3, showed many similarities with Freire's stages,
as described in Table 2. Loevinger's presocial, sjrmbiotic, impulsive
and self-protective stages could be compared with Freire's magical/ con-
forming stage. Her conformist and conscientious levels appear to be
nearly equivalent to Freire's naive/ reforming stage, while her autono-
mous and Integrated stages are very like his critical /transforming
phase. Therefore, I anticipated that social literacy training would
increase ego development as well as social consciousness, and that ex
perimental subjects would move closer to the autonomous and integrated
stages
.
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Stage
Presocial
Symbiotic
Impulsive
Self-
protective
Conformist
Conscientious
Autonomous
Integrated
Table 3
Some Milestones of Ego Development
Impulse Control,
Code Character Development
Interpersonal
Style
Conscious
Preoccupations
Cognitive
Style
Autistic
I-l
Symbiotic
Seif vs. non-self
1-2 Impulsive, fear of
retaliation
Receiving,
dependent,
exploitive
Bodily feelings,
especially sex-
ual and aggres-
sive
Stereotype,
conceptual
confusion
Fear of being caught,
externalizing blame,
opportunistic
Wary,
manipulative
exploitive
Self-protec tion
,
wishes, things,
advantage,
control
1-3 Conformity to external
rules, shame, guilt
for breaking rules
Belonging,
helping,
superficial
niceness
Appearance
,
social
acceptability,
banal feelings,
behavior
Conceptual
simplicity,
stereotypes
cliches
1-4 Self-evaluated
standards, self-crit-
icism, guilt for con-
sequences
,
long-term
goals and ideals
Intensive, re-
sponsible,
mutual
,
con-
cern for
communication
Differentiated
feelings, mo-
tives for be-
havior, self-
respect
,
achievements
,
traits, expres-
sion
Conceptual
complexity,
idea of
patterning
1-5 Add: Coping with con- Add: Respect
flicting inner needs, for autonomy
toleration
Vividly conveyed
feelings, inte-
gration of
physio logical
and psycholog-
ical
,
psycholog-
ical causation
of behavior, de-
velopment, role
conception, self-
fulfillment
,
self in social
context
Increased
conceptual
complexity,
complex pat-
terns, tol-
eration for
ambiguity,
broad scope,
objectivity
1-6 Add: Reconciling inner Add: Cherishing Add: Identity
conflicts, renuncia- of individual-
tion of unattainable ity
NOTE; "Add" means in addition to the description applying to the previous
level
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Follow-up telephone interview scoring system (nAch) . This scoring
system was developed to provide follow—up telephone interview informa-
tion from students who had participated in achievement motivation train—
ing . Research on achievement motivation consistently demonstrated that
achievement oriented individuals performed best when they felt "in charge,"
and for students this usually occurred during the summer and after school
(Alschuler
,
Tabor and McIntyre, 1970, p. 170). I assumed that the women
in my sample, because of their interest in educational administration,
had high achievement motivation and that, like students, they would often
need to pursue their interests in administration or leadership during
the summer and after regular school hours.
I therefore adapted the telephone questionnaire to determine what
the women in my sample did about their professional interest in education-
al administration the previous summer, since the school year started, and
what they planned to do about achieving these professional ambitions in
the future. Experimental subjects were also asked three questions about
the usefulness of the workshops to them (see Appendix B)
.
Procedures
How I went about contacting my sample subjects has been reported.
The workshops themselves are described in detail in Chapter III. How
and when I administered the tests and how they were scored will be re-
viewed in this section.
The Hartford experimental group had 10 weekly sessions from April
21st to June 23rd. The pre tests were given during the beginning of the
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second session on April 28th, and the post tests were given during the
last session on June 23rd, or a time span of 8 weeks. The Hamden group
began on May 17th and ended on July 13th, with one double afternoon and
evening session being held on June 1st. The pre tests were administer-
ed at the beginning of the second session on May 25th, and the post
tests were given during the last session on July 13th, or a time span
of 7 weeks. I hoped initially that the Hamden group could "catch up"
and join the Hartford group, but this was not possible. The Hartford
group was four sessions ahead of the Hamden group, and it proved to be
too difficult to find the time to accelerate the Hamden sessions. Both
groups were interested in one another's progress but were unwilling to
have their own process interrupted by the incorporation of another
group. The groups did have two joint meetings, which are described in
Chapter III.
I began contacting the control subjects in September 1976. It was
not possible to reach many of them during the summer, and they also in-
dicated that September was so busy that it was not a convenient time to
take my pre test. I began administering pre tests in October 1976, and
completed post testing in February 1977, over a period of time roughly
equal to the length of time between the beginning and the end of the
training groups. Three Hamden control subjects were given the pre tests
and the post tests in a group. Three Danbury (the community 60 miles to
the west) control subjects were given the pre tests in a group, and two
were given the post tests in a group. The remainder of the control sub-
jects were given pre and post tests on an individual basis at times and
places which were convenient for them. The presentation and instructions
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for the tests were given to individual and control group subjects in ex-
actly the same manner as they were to experimental subjects. The short-
est time span between the pre and post tests given the control subjects
was 8 weeks; the longest time span was 12 weeks; and the average was 10
weeks. This disparity occurred because of scheduling conflicts for post
testing. I felt that I could not Inflict an arbitrary time sequence on
women who were volunteering their personal time. Also, given the fact
that the characteristics I was attempting to measure were considered to
be stable over time without any intervention, I did not anticipate that
a few weeks would affect control subject scores.
Test presentation and scoring : the CCI . Pictures were presented to
each subject, who completed a response sheet with four sets of questions
to answer for each picture (see Appendix B) . Ten minutes were allotted
for each picture with the direction that there were no right nor wrong
responses and that questions should be answered as fully and as spontan-
eously as possible within the time limits. Time warnings were given when
5 and 2 minutes remained in order to encourage equal attention to each
of the four sections. Three written protocols were collected from each
subject for pre test coding, and three were collected for post test
coding.
I minimized the problem of coder reliability, always a troublesome
one in instruments like the CCI, by hiring two graduate students in the
Research Center of the University of Massachusetts School of Education
to do my coding. These women had undergone extensive training in the
coding system of the CCI and had experience in coding numerous CCI pro-
tocols for other social literacy projects. They had no personal connec-
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tions with myself or with the women in this study, no knowledge of the
study s design or intent, and no indication of experimental or control
group protocols.
The coders reported that they scored each protocol alone and then
compared their findings. They found that they agreed upon 829 (or 75%)
of the 1,109 units which they scored. They then came to a joint agree-
ment on the scoring of the remaining 280 (or 25%) units (see Appendix C
for their report).
Scoring and presenting the SC . The rating of the SC protocols is
an elaborate and complicated process involving individual ratings for
each item response, ogive rules applied to the cumulative frequency
distribution of item ratings, and the intuitive total protocol rating
—
all leading to a Final Total Protocol Level Score (Loevinger & Wessler,
Vol. 1, pp. 126-33). Although the manuals provide instruction in self-
training for raters, out of concern for accuracy and my personal involve-
ment with subjects, I contacted personnel at Loevinger 's Social Science
Institute to obtain expert assistance in having my protocols rated, I
was advised that the "best" rater available was David Wright, a former
Institute graduate and presently on the faculty at George Williams Col-
lege. I contracted David Wright to rate my protocols, and his findings
are reported in Chapter IV,
Ego development level scores were obtained from coding individual
written responses to 36 stem sentences (see Appendix B). The stem-sen-
tence sheets were presented to my experimental groups during the second
and last workshop sessions. They were administered to both experimental
and control subjects after the CCI was administered, because the CCI is
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a timed test and the SC has no time limitations. The instructions to
both groups, as advised in Measuring Ego Development (p. 138), were as
follows: "Now I would like you to fill out the sentence completion form.
Please fill out each sentence on each page. There are no right and no
wrong answers, take as much time as you need and complete the sentences
in any way you wish, fully or briefly."
the telephone interviews
. Scoring the answers to the tele-
phone follow-up interview was a much simpler process, so I scored them
myself. Scoring was based on the following scheme: (a) the Unrelated
Imagery (UI)
,
or
-1, was scored if the subject had no plans or activi-
ties; (b) the Task Imagery (TI)
,
or 0, was scored if plans or activities
were pursued because of external pressures; (c) the ACT category, or +1,
was scored for action already completed toward either a past or future
goal; (d) the Future Goals (FG)
,
or +1, was scored when the subject in-
dicated a serious intent to achieve a future goal and described what
she planned to do and when; and (e) the ACT and FG, or +2, is scored
when both actions and well thought-out future goals were mentioned (Al-
schuler, Tabor, and McIntyre, 1970, pp. 170-93).
Each subject received a separate score for their summer activities,
school year activities and future plans. These scores can range from
-1 to +2. Each of the three scores was added, and the combined scores
of the experimental and control groups were compared.
The scores earned on all three instruments by the experimental sub-
jects were compared with the scores earned by the control subjects. The
results of these comparisons were the empirical evidence used to support
or reject the hypotheses of my study.
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Hypotheses
Tlie exploratory nature of this study made it difficult to project
the outcome of the research. Consequently, the disproving of my hypoth-
oses would be no less Informative than their affirmation. I expected
analysis of the data gathered from the previously described instruments
to support the following hypotheses
:
(a) The experimental group will show a significantly greater in-
crease in their level of consciousness compared to the control
group as measured by the CCI;
(b) The experimental group will show a significantly greater in-
crease in their level of ego development compared to the con-
trol group as measured by the SC;
(c) The experimental group will demonstrate a significantly greater
amount of professional activity than the control group as mea-
sured by the nAch coding system.
It was further assumed that there will be a statistical correlation be-
tween subject scores earned on the CCI and those earned on the SC.
Analysis
In order to test the first hypothesis, I compared five pairs of CCI
scores: (a) the pre-experlmental with the pre-control group scores;
(b) the pre-control with the post-control group scores; (c) the pre-
experlmental with the post-experimental group scores; (d) the post-
experimental with the post-control group scores; and (e) the change-score
experimental with the change-score control. Independent and matched _t
tests were utilized to determine if there was a statistically signifi-
cant difference between the mean scores of these groups.
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To test the second hypothesis, 1 employed a variable to compare
Independently observed pre test-post test change scores on the SC with
expected change scores for both the experimental and control groups. Ob-
served change scores were classified into positive change, negative change
or no change, and these distributions were then compared with the expected
distribution for both groups.
The third hypothesis was tested by an analysis of variance, two-
factor mixed design, to compare the performance of the experimental and
control subjects over a period of time (i.e., the past summer, the current
school year and the future)
.
In order to determine if there was a statistical correlation between
the CCI and SC scores, a complex X^ and the contingency coefficient mea-
surement was employed after the CCI scores were converted to SC score
equivalents
.
Additional analytic material also was provided in the form of anec-
dotal material about the impact of the workshops on the careers of indi-
viduals who attended them, and in the form of reports from the partici-
pants about how the workshops had been specifically helpful in their pro-
fessional pursuits.
Limitations
This was a project dissertation which generated as well as tested
hypotheses. The study concentrated on adapting and developing methodol-
ogy rather than on offering large definitive proof of the success or fail-
ure of the specific methods.
The study sample was limited by Title IX Coordinator's (120 out of
175 of whom were men) awareness of potential women administrators in
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their systems, and by their willingness to report the names of women who
were interested in administration to me within a reasonable time frame.
Many potentially interested women may have remained undetected or unre-
ported. The sample did not touch those women with leadership ability
who do not think of themselves as leaders, nor did It touch those women
who exert enormous influence but who do not aspire to influential po-
sitions. The sample did not tap the potential or nascent administrative
talent among female staff members
--talent that goes unnoticed, unnur-
tured or unrewarded by the present system of employment in educational
administration.
The study waa expected to attract women who were highly motivated
and professionally involved. The aample, consequently, was not neces-
sarily typical of all women who are interested in public school admin-
istration. It may be that I was working with a group of women who were
least In need of concrete help in acquiring access to well-deserved ad-
ministrative positions. The reality of the administrative job market
in Connecticut, however, further limited the study. Connecticut State
Department of Education sup/eya indicated that there were approximately
55 administrative openings from March through September, 1975. On the
basis of current national and state statistics women might expect to
fill 11 or approximately 20% of these positions.
My primary objective in this study may pose another serious limita-
tion. To Increase the conaclentlzacao of women who are interested in
public school administration may actually impede their career advance-
laent. Individuals who identify systemic problems and attempt to change
them In our society are often not welcome (or hired!). Naive/reforming
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level individuals in Freire's stages or conformist/conscientious level
individuals in Loevinger's stages may well be more professionally "suc-
cessful" than critically conscious or autonomous /integrated individuals.
The study was therefore limited by a lack of knowledge about how indi-
viduals registering higher developmental levels function and survive in
oppressive systems and situations.
The limitations of the CCI as a valid measuring instrument have
already been mentioned. The validity and reliability of the SC is not
in question, but its applicability to women's professional endeavors
and its correlation with the CCI are unknowns which may inhibit or en-
hance the effort to evaluate the impact of the social literacy work-
shops. The introduction of the achievement motivation scoring system
may have further confounded the findings, since it is conceivable that
high achievement orientation is incompatible with high developmental
levels
.
The most obvious limitations were probably the small size and the
self-selecting nature of the sample, the brief periods of time involved
between the pre and post tests for both the experimental and control
groups, and the limited locale. The generalizability of this study was
therefore highly limited.
CHAPTER III
SOCIAL LITERACY WORKSHOPS
Social literacy workshops are easier experienced than explained.
They should contain the elusive elements of good group process and of
the dialogic process as expoused by Freire. The workshops should facil-
itate the development of entirely new perspectives. Despite the diffi-
culty in describing such developments, the purpose of this chapter is to
explain the social literacy workshops in specific detail so they can be
replicated or modified by others who wish to employ similar training for
social literacy.
The primary objective of the training in this project is to assist
women to increase their critical consciousness, as defined by Freire,
and to facilitate their entry into public school educational administra-
tion. In order to achieve critical consciousness, women need to develop
skills in (a) naming the problems women encounter, (b) analyzing the sys-
temic sources of these problems
,
and (c) acting collaboratively to trans-
form the oppressive aspects of the educational systems in which they are
attempting to attain leadership positions . Each workshop is planned
with these objectives in mind, but the content of the specific workshops
is altered, depending on the needs and desires of the participants and
on the feedback solicited at the termination of each session.
General Observations
The general format for the workshops is consciously designed to
place women with similar professional concerns in a peer/colleglal
,
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collaborative, small-group, or culture-circle type experience. Partici-
pants are viewed and treated as skilled, experienced, capable individu-
als who have a potential to serve as a resource to the group or to indi-
viduals in the group at any time. Such a format attempts to create a
critically conscious environment, where one's individuality and unique-
ness are affirmed and one's peers are viewed with sympathy, understand-
ing and respect. This is in marked contrast to the naive/ reforming en-
viromaent, in which one is either inferior or superior depending on
one's credentials, and in which peers are viewed as potential competi-
tors or detractors. In the latter environment women frequently "play
hostess" to the oppressive ideology, which states that they and their
peers are not successful because they are inadequate, that they must
behave like the oppressors (In this case, males) in order to be success-
ful, and that any deviation from "expected female behavior" is unaccept-
able in themselves or in other women (cf. Table 2 for Freire's levels
of consciousness).
In order to contribute to the development of a critically conscious
enviroranent
,
the first activity in the first session of the workshops
asked women to list those skills, strengths and experiences which could
serve as a resource to the group, as well as to give their individual
objectives in attending the workshops. At the beginning of the second
session a list compiled of these strengths and objectives was distribu-
ted so that the participants saw the enormous resources the group had to
draw upon, and they could begin to plan how they would help one another.
Participants were encouraged throughout the sessions to identify their
needs, to seek help, and to assist others. Agendas were constantly
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negotiated so that the activities suggested by myself and others were
prolonged, shortened, returned to. or rejected, depending on the inter-
est and energy of the group. In these ways, I attempted to "coordinate"
(as in Freire s definition of the culture circle coordinator) libera-
ting rather than domesticating workshops, where mutual learning and
dialogue could occur, while I still maintained the objective of bring-
ing about a radical change m the way in which the participants per-
ceived and acted upon reality.
I sought to bring about these changes in perception by proposing
activities which emphasized naniing ©r identifying problems, by analyzing
these problems from a systemic viewpoint, and by developing various
strategies which attempted to change the system. Specific naming activ-
ities were introduced in the third session ("stress hunt"), In the
fourth session ("survival guides”), in the fifth session ("ideal woman/
ideal administrator" lists), and in the seventh session (memory scan of
personally experienced oppression). Naming activities were followed as
quickly as possible by activities which attempted to analyze problems
from a systemic viewpoint, as In the third session when the "stress
hunt" was followed by the "nuclear problem-solving process," in the
fourth session when the "survival guide" was followed by an analytical
discussion of how interviews should go, in the fifth session when the
"Ideal womaii/ ideal administrator" revealed how we all "played hostess"
to oppressive and ludicrous social expectations, and in the seventh
session when we attempted to analyze unoppressive leadership styles in
order to generate questions for practicing women administrators.
Group-trans forming or change activities were more difficult to
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achieve, because it was easier to identify and analyze problem situations
than It was to change them, and because individuals within the group
were at different stages in regard to their ability to engage in trans-
forming activities. The nuclear problem-solving process provided an
activity which included naming, analyzing and transforming steps for
individual obstacles and was used in sessions three, six, seven and
eight. The eighth session was devoted to system change as well as to
individual change; strategies were discussed, and we composed letters
sent to protest discrimination against a female employee of the Connec-
ticut Educational Association and against girls in the Hartford public
school system. Early in the sessions the norm was established that any
information about possible job openings would be shared, despite the
fact that individuals in the group might be competing with one another,
in the recognition that each successful woman candidate improved the job
prospects for all of us.
I never completely resolved the dilemma I experienced in trying to
balance my desire to share my personal enthusiasm and knowledge about
Freire, while at the same time trying not to Impose either on the group
in an oppressive manner or at a time when they were more interested in
other issues. I was eager for participants to understand Freire and to
do well in my post-testing instruments. I was also acutely aware that
in my role as a "culture circle coordinator" I could pose problems but
could not impose or prescribe solutions. I believe it was the latter
concern which influenced me the most, and I may have underplayed explic-
it theoretical discussions out of a conviction that my implicit behavior
would better demonstrate Freire 's ideology. The impact of this behavior
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on the workshops will be evaluated in various ways, but it was a dynam-
ic which should be kept in mind by social literacy trainers.
Another dynamic of my workshops was that they were conducted with
two subgroups of participants. The Individual sessions were very simi-
lar, so that the Hartford sessions are reported next in detail, and any
variations which occurred in the Hamden group will be noted in the con-
clusion.
Hartford Workshops : April 21 to June 23, 1976
My format for reporting on each workshop session will include:
(a) a description of the participants, (b) an account of my goals and
activities, (c) a section relating nty personal observations after each
session, and (d) a summary of the evaluation of each session by the par-
ticipants. The evaluation questionnaire will be found in Appendix D.
Workshop materials and the compilations of participant responses will
be referenced in the text or evidenced in Appendix D.
The first and all of the Hartford workshops were held in the same
meeting room at the University of Hartford Campus Center. Maps were
provided in advance to those who were not familiar with the University.
The room was furnished with tables and chairs which could be rearranged,
and I provided coffee service for each session so that individuals could
help themselves whenever they wished. Meetings were originally sched-
uled for Wednesdays from 7:30 to 10:00 p.m. but were changed to meet
30 minutes earlier at the request of the participants.
First Session. April 21, 1976
Participants . This introductory session was attended by 11 women
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four of whom were known to me prior to the meeting. The group was com-
posed of two high school department heads; two assistant principals at
the junior and senior high level; one special education supervisor;
secondary teachers in physical education, social studies and Spanish;
one IGE (Individually Guided Education) unit leader; and one elementary
classroom teacher. Age ranged from 29 to 52. Experience in teaching
ranged from 4 to 2.5 years.
Goals and activities
.
primary goal In this session was to con-
vince as many women as possible to coinElt themselves to attend the re-
maining nine workshops. I attempted to do this by defining explicitly
needs and objectives and by assuring them that their needs and objec-
tives would play an Important role in the design of the workshops.
Aa people began to arrive, I introduced myself and others, passed
out copies of the "Workshop Sessions Outline" (Appendix D) , and asked
that they fill out the form for "Social Literacy Workshops" (Appendix D)
while we were waiting for others to arrive. After 20 to 30 minutes of
this and some Informal discussion, I opened the meeting with some Intro-
ductory remarks
.
I began by expressing appreciation for my individual contacts
with
them and for the wealth of their experiences and resources,
which we
would all soon have an opportunity to share. I then
described brle^
the Social Literacy Project in Springfield and Fraire's levels of
con-
sciousness. In an attempt to make these very abstract
concepts more
concrete, I described some of my own "magical" and
"reforming" behavior
in my previous school system, my recent lack of
success in attempting
to attain an administrative position, and my
efforts not to blame the
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male administrators who failed to hire me! I focused on the oppressive
social-interactional systems that assign women certain roles and ex-
clude them from others. I told them of my interest In joining with
them to change the social systems which govern our daily professional
lives, and I explained my academic objectives to use the workshops for
my dissertation.
I explained that I would incorporate their objectives, which they
had just listed for me, into the workshop design; that group agendas
would be negotiated on a weekly basis; and that we would also be draw-
ing heavily on the many skills and resources of the women in the group.
I then answered questions and proposed that those who were willing
would meet for a minimum of nine more weekly sessions. Pre and post
testing, the nature of the tests, and how the data would be used was
discussed with the understanding that the tests would be administered
at the beginning of the second and tenth sessions.
Individuals were asked to get together with a partner in order to
share their personal objectives in attending the workshops and to iden-
tify their special skills, strengths and experiences which might be a
resource to the group. After 20 minutes of such sharing and getting
acquainted, partners introduced one another and described their part-
ner's objectives and skills.
Time, place and the probable agenda of the next meeting were re-
viewed. Participants were asked to complete the "Evaluation Form
(Appendix D) anonjrmously during the last 5 minutes of the workshop.
Personal observation . The Initial part of the session went slowly
because people kept trickling in. I had no idea how many people would
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actually cosie and did not want to repeat toy .introductory coinments too
often. I was most anxious about the women's willingness to connnit them-
selves to nine more sessions, but they were very receptive, quickly
checked their calendars, and agreed to continue until June 23rd. The
relief 1 experienced when this issue was resolved made me realize how
tense I was and how woodenly I probably handled myself at the beginning
of this first crucial session. The saving grace was that we were obvi-
ously a talented, interesting and intriguing group, which was probably
the primary factor In most participant’s decisions to continue with the
group. I had to learn to rely on these women more and worry about my-
self less. I also had to try to get the group moving more quickly next
week.
Evaluation . Overall ratings of each session were based on a scale
of 1 to 10, with 1 being "dull" and 10 being "very exciting." Eleven
participants rated this session with a mean of 7.64 and a standard de-
viation of 1.12. Evaluation questions were answered as follows:
1. Why didn't you rate it higher? "Too soon to tell."
"Wait and see."
2. Why didn't you rate it lower? "Sounds interesting
so far." "Liked the people." "Want to know more."
3. What would you want to see maintained? "Talking with
individuals." "Finding out more about others' skills."
"Learn from others."
4. What would you want to see changed? "People arrive
on time." "We move into activities more quickly.
Don't want to waste any time in this group!
5. Comments. "I'll come back and see what happens."
Second Session. April 28, 1976
Participants . Ten women attended this session (eight from the
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previous session and two new participants). The group was composed of
two assistant principals at the junior and senior high level; an admin-
istrative assistant at the junior high level; a trainer of competency-
based teaching; a special education, supervisor; a secondary social studies
and Spanish teacher; two elementary IGE unit leaders; and an elementary
teacher. Ages ranged from 29 to 52, Experience in the classroom ranged
from 4 to 16 years.
Goals and activities . My primary objective in this session was to
administer the CCI and SC tests without boring or discouraging partici-
pants from returning to additional workshop sessions.
As people arrived, I asked them to fill out the sheet of background
characteristics and then divided them into three groups to administer
the CCI. This was a 30-minute timed test. After a 10-minute break, I
passed out the SC test, which Is untimed. When Individuals finished,
they either sat quietly or went out in the corridor and talked to one
another. The whole testing process took about an hour and a half. Par-
ticipants Indicated that they were tired after so much writing and were
curious about
,
the tests. I explained that I could not answer their
questions now but that I would after the post tests were administered.
I reported on the evaluation of last week's session and passed out
lists of the names, school and home addresses, and school and home tele-
phone numbers of last week's participants, and composite lists of their
objectives and skills, which I had compiled and typed up during the
week. I explained where and how many of their objectives would be cov-
ered in the workshop outline and threw open for discussion how to incor-
porate the others. Participants were very Interested in finding out
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more about one another's skills and asked questions such as, "What is
competency-based teaching, IGE?" "Can you teach me
. .
,?" Other com-
ments included, "I need to know about
. .
."
"I'm interested in
. ,
Participants were also mindful of my need to present certain infor-
mation during the workshops, and the group eventually came up with the
proposal that the first 30 minutes of each session be devoted to indi-
vidual conferring, informal sharing and reporting to the group about any
job interviews or other appropriate experiences. I was asked to set a
"possible agenda" for the remaining 2 hours of each session with the
understanding that the group would negotiate which activities were of
the most interest and how much of our time should be spent on them.
Participants indicated they did not want to rate this session on
the evaluation sheets because so much of our time had gone into the
testing.
Personal observation . I was worried that the tests would "turn-
off" the group and that, given the slow start in session one, the first
two sessions would be very unrewarding for the participants. I was
afraid they would not want to come back--"What' s in it for me?"--and
felt it was very important to plan a lively and interesting third ses-
sion.
I was very pleased with our interest in one another's skills and
with our willingness to share them. We all became actively involved in
the workshop planning/ learning process and found a way to resolve at
least partially my continuing dilemma about how to make "my needs" and
"their needs" become "our needs." I believe there was genuine dialogue
during this session.
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Third Session, May 5, 1976
Participants
. Ten women attended this session. They were the same
group as attended the second session.
Goals and activiti^. My objective in this session was to get into
activities which would have meaning for the participants and would begin
to introduce them to Freiraan exercises.
I began the sharing by giving information about the two elementary
principal positions that were open in the area. As I was aware, two wo-
men in the group were interested, and we discussed the importance of
sharing job information, even if that put some of us in competition with
one another. We felt we should pool our information and our experience
in each interview. We further recognized that it was important to
create a pattern in which many women applied for each administrative
job, so that every time a woman was hired, it would be easier for other
women to get a job. Interview experiences were scheduled for discussion
on next week's agenda. Everyone agreed to bring in regularly any job
information they had.
One participant expressed concern about identifying her own profes-
sional agenda and thought others should do the same. She felt that wo-
men were socialized to go along in a passive way, and that, although it
was important to collaborate with me, it was not appropriate to expect
me to define their needs or problems. She got a mixed reaction to this
comment; some participants indicated that they did not have specific
problems or agendas but that they hoped to define their situation more
clearly as a result of the workshop experience.
This led to a discussion of the agenda, in which I had proposed
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that individuals make lists of rewards anticipated from entering educa-
tional administration and of obstacles in the way of achieving these
rewards. We accepted the agenda, and I gave a mini-lecture which dif-
ferentiated between personal obstacles (internal) and system obstacles
(imposed by the social system). I passed out copies of the "Stress
Hunt (Appendix D) and explained how it had been developed and used by
social-literacy teacher groups to name/identify the daily stresses in
their lives that interfered with the achievement of their professional
goals. We then generated individually our own anticipated or exper-
ienced "reward" list and our personal and/or systemic "obstacle" list.
The next activity was to apply "The Nuclear Problem-Solving Process"
to individual obstacles/problems. I passed out the write-up drafted by
the social literacy group in Springfield (Appendix D) and asked that
triads be formed. Each individual was instructed to choose an obstacle
or problen that she would like to bring to the triad for collaborative
problem-solving assistance. The triad members were to decide who would
be the first "problem poser." That person was to describe her problem
without interruption for 5 minutes. In the second 5 -minute segment the
problem was to be analyzed from a systems viewpoint by triad members who
attempted to clarify what happened and why. In the third 5-minute seg-
ment colleagues were to brainstorm possible alternative solutions to the
problem, while the problem poser was not to interrupt but was to make
notes on all possible solutions which were mentioned. In the fourth 5-
minute segment the problem poser was to select and develop those alter-
natives which had the greatest potential for solving the problem. Col-
laboratively the problem-poser and her colleagues were to refine
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suggestions and work out a plan of action which the problem poser be-
lieved would work and was willing to try. Arrangements were then made
for a follow-up discussion about what happened and why.
During the first round I called the 5-minute time and described
the next step. The second round was done with triad members keeping
their own time and monitoring their own process. The third member of
the triad did not have time to do her cycle, and this was postponed
until next week. The session, was then evaluated.
Psrsonal_obae^ation. This was an exciting session. It was some-
what tense in the sharing portion when we dealt with the problem of com-
petition in the job-hunting situation, but the tension seemed to dis-
solve with the agreement that we had more to gain by pooling our re-
sources. This was an important decision for me, since I felt I had to
share any job Infonaation I had with all group participants. Addition-
al tension was caused by the participant who had identified her own
agenda and challenged others to do the same. One member responded that
she had encountered no obstacles because of being a woman and was simply
attending the workshops to help others who we,re not so fortunate. This
agenda seemed a bit maternalistic but was not challenged by others, who
were either unsure of their own agendas or were unwilling to share them
at this time. Despite the tension these were solid issues that partic-
ipants had an opportunity to continue working on in the triads.
Generating the lists and working in the triads on individual is-
sues seemed to absorb us to such an extent that we did not want to stop,
and my attempt to structure the first triad round was ignored or mildly
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resented, as was some noisy conversation in one of the triad groups.
I felt that in terms of genuine participant involvement and inter-
est, this was the most successful session thus far, but I have decided
in retrospect that it would be best to introduce the nuclear problem-
solving process in the first session rather than the third.
.
Eva
.
^^^t:ion . On the 1 to 10 scale, eight participants rated this
session with a mean of 7.88 and a standard deviation of 1.73. Evalua-
tion questions were answered as follows:
1. Why didn't you rate it higher? "Want more time for personal
problems." "Directions too long, wordy, structured and academ-
ic." "No sexi" "It was vague but not impossible."
2. Why didn't you rate it lower? "Worthwhile, helpful, good shar-
ing." "Good feedback and discussions from the group." "Di-
rected to power problems." "Learned and enjoyed." "Met my
needs." "Personally gained a great deal from concrete sugges-
tions .
"
3. What would you want to see maintained? (Comments are summarized
rather than quoted.) Sharing, small group dialogue, the ex-
change, interpersonal relationships, group "help" sessions,
handouts of materials, hands-on activity and the structuring
of time.
4. What would you want to see changed? "Fewer directions and time
interruptions." "More exchange about direct problems and less
discussion about the process of how to do it." "Share what was
helpful with the whole group." "Cross-talk, which made it dif-
ficult to hear directions."
5. Comments. "Could some sessions be closer to me, I have to drive
an hour each way?" "Enjoyed and learned and feel goodi"
Fourth Session, May 12, 1976
Participants . Nine women attended this session. They were the
same group as previously described except for the elementary teacher
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from Hamden, who transferred to the Hamden group. The ages ranged from
29 to 47.
Goals and activities. goals were more diffuse for this session.
I was interested in completing the triad exercise, generating a survival
guide and exploring generally what the group wished to treat.
The sharing period began with one member's concern about how to
write a good resume. Everyone agreed this was an important skill and
was interested in improving her* a. It was decided that those who
wished would bring in their resumes next week for critiquing by the
group. We would have a "resume clinic,"
One member advised that she was on the Title IX cocmittee in her
system and would not be able to come to the meeting next week. There
was some discussion about Title IX and about its seemingly small impact
in the public schools, I described what was going on at the state level
and some of the types of grievances referred there. What constituted a
grievance and how to file one was also discussed.
Another member brought in a chart on. Transactional Analysis, which
she had promised to do the previous week in response to participant in-
terest. She explained the concepts and gave concrete examples of how
certain behaviors in the group might be put in TA terms.
We had agreed to meet in a place more convenient for two of our
members, and I had made arrangements for us to have a room at Wesleyan
University next week. I passed out maps and volunteered to pick up any-
one who wanted to ride in my van. I also advised that, with the help of
the Hamden women they knew, we would be having an organizational meeting
in Hamden on May 17th In the hopes of getting a Hamden 'branch going.
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Since there was no blackboard in our meeting room, I brought a large
drawing pad on which I had charted last week's evaluation and a proposed
agenda for this week. This proved to be a very satisfactory way to pre-
sent visually materials for discussion. The agenda was negotiated in
light of the evaluation, and it was decided to spend 30 minutes finishing
up with last week s triads in order to accommodate those who had not had
a chance to pose problems. Reports from the triads to the full group were
postponed until next week since people were interested in getting into
the next activity. I passed out compiled lists of anticipated rewards,
obstacle lists, an addendum of members who had joined us after the first
session, and a list of their objectives and skills.
When the triads were finished, I described how to generate a "survi-
val guide" and gave examples of survival guides developed in other social
literacy groups. In this case, we would pool our collective wisdom by
naming or identifying all of the explicit and implicit "social rules"
women need to know in order to survive and succeed in seeking, interview-
ing and, hopefully, obtaining jobs in educational administration.
This led to a detailed and animated discussion about the various
job Interviews participants had had. One woman had been seeking an ad-
ministrative position for 5 years without success and was still able to
maintain her self-respect, sense of humor, and to learn from her many
rejections. She was an Inspiration, a tremendous source of information,
and also helped us appreciate the very difficult road ahead. Another
woman, who was very petite and was frequently asked in interviews how
she would handle large male high school seniors, made us laugh with her
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reply of "the same way I would handle small male high school seniors.
"
She also led us to a serious discussion about how we would handle blatant
sex discrimination in a job interview. I tried to keep a list of the
"rules" we generated for our survival guide, although I suspect I missed
some when I became absorbed in the discussion. I promised to pass them
out next week.
Personal observation
. A number of the participants arrived late
bbis session, and this meant that some triads could not start or end on
time. The survival guide activity, when we finally got to it, went very
well. During that discussion we got to know one another's experiences
and, in the process, one another better. Participants seemed comfortable
and willing to share their failures as well as their successes. My sense
was that the level of trust within the group grew enormously during this
session, and we learned much practical information from one another as
well.
Evaluation
.
On the scale of 1 to 10, nine participants rated the
session with a mean of 7.67 and a standard deviation of 1,22. Evaluation
questions were answered as follows:
1. Why didn't you rate it higher? "Missed some ideas
at the beginning and was rushed." "The repeat of
last week's activity was not a growing experience
for me." "Seemed to be rushed for time."
2. Why didn't you rate it lower? "Survival guide in-
teresting and helpful." "Got to air one of my prob-
lems and got a good response." "'Implicit rules'
are a good idea to be aware of." "Finished last
week's business which was necessary." "Incorporated
new techniques, enjoyed what we did,"
3. What would you like to see maintained? (Comments
are summarized rather than quoted.) People more re-
laxed, resource material added to problem-solving
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information, evaluation of previous session,
handouts, more survival techniques, small group
discussion, feedback from the group,
4. What would you like to see changed? "Push for-
ward to new material earlier in the evening."
"More brain storming." "Waiting for people*
and wasting valuable time."
5, Comments. "Everyone arrive on time (including
me)!" "Enjoyed the session."
Fifth Session. May 19, 1976
Participants
. Five women from the group and one woman from the
Women's Center at Wesleyan University attended this session, which was
held in tne faculty lounge, X picked up four women in Hartford and
brought them with me.
Goals and activities
. My main objective for this session was to
introduce Freire's stages. I was particularly concerned about how com-
patible such theoretical input would be with participants' agendas, but
I felt that was a potential problem which I could no longer postpone.
The sharing period began with some discussion about the Women's
Center at V/esleyan by our guest and with some effort on our part to tell
her about our workshops. One participant had had a job interview during
the week, which she described and laughingly told us that, based on the
survival guide discussed last week, she had decided to wear a dress. We
speculated about the low attendance of the group this session and wonder-
ed if it was due to the fact that more travel was involved. Participants
reported that two of the absentees had had meetings and a third had ad-
vised that she would not be able to attend last week. We missed them!
I reported on the May 17th meeting in Hamden.
I presented last week's evaluation and this week's suggested agenda.
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We made many changes in it due to the low attendance. We decided to
postpone until next week the "resume clinic" and the report of the triads
to the group. I passed out "Survival Guide (Implicit Rules for Job Inter-
views) (Appendix D) and the handouts on Freire's stages: (1) conscien-
tizacao coding categories (see Table 2), (2) "Conscientizacao Develop-
ment Diagram" (Smith. 1976, p. 44), and (3) Smith’s written summary of
the Freirean stages (p. 74-77). Participants reviewed these materials,
and I answered questions and tried to give concrete examples of various
stages or levels of behavior.
In an effort to apply the stages to participants
’ concrete experi-
ence and to illustrate how we all "play hostess to the oppressor," I
asked that we brainstorm a list of all the qualities which would be pos-
sessed by the ideal woman." I wrote down the qualities as they were
generated. As participants gave response, others agreed, disagreed or
asked why that quality was important. It became apparent that many of
the qualities reflected personally felt Inadequacies such as "she should
have long fingernails" (because "I've always bitten mine"), or "she
should be tall and slim" (because "I've always been short and had prob-
lem with my weight"). I read back our list, and xje began to reflect per-
sonally on these qualities: why we felt they were "ideal", and if Indeed
they really were. We came to see ourselves as having "bought into" a
set of social expectations and norms that not only did not describe us,
but set standards so high that they were unreachable and put us in the
position of being always inadequate or inferior. There was further dia-
logue about whether this was true or whether we were simply viewing the
ideal as unattainable and not really affecting our thoughts about
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ourselves. The consensus was that all of us had internalized many stan-
dards or norms which were self-negating and self-defeating, and that it
was important to examine regularly what we expected of ourselves and of
other women.
We repeated the exercise, this time brain-storming the qualities of
the "ideal administrator." We then attempted to compare the two lists
to determine how compatible ideal feminine traits would be with ideal ad-
ministrative traits. We then questioned if our expectations were anymore
realistic, if we were "buying into" the "superwoman" concept, and if we
expected male administrators to be "supermen". We recognized that we
did expect more of ourselves than we expected of most male administra-
tors, and that we seemed to be peretuating a double standard which said
that women must laaintain ideal but unrealistic feminine characteristics
and be superior to males in order to become public school administrators I
I asked into what Freirean stage or level the "superwoman ideal"
might fit, and we agreed that it was Naive/Reforining, which implied "the
system is okay. It's me who has to be superior to fit into it." The dif-
ficulty of identifying oppressive norms in a system which has been im-
posed OR us all of our lives was recognized by all of us at the end of
the session.
Personal observation . Tliis was probably the most significant ses-
sion thus far In terms of beginning to understand and to apply Freire's
stages. I had felt in the past that the participants had been polite
about any of my discussion about Freire but that they were more inter-
ested In their own issues. I was reluctant to impose much theory in the
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workshops before the group had jelled and participants had had a chance
to experience some of the methodo ogles. When and how to introduce the
theory, and how much to pursue it, were constant concerns. This session
went especially well because it evoked dialogue, and all of us began to
see how we were victimizing ourselves by accepting the dictates of oppres
sive and foolish social expectations. In a true dialogical fashion, we
helped one another move from one position of understanding to a new po-
sition. I was only sorry that all of the participants did not share this
experience with us, and I was very concerned about the low attendance.
Evaluation . On the scale of 1 to 10, six participants rated this
session with a mean of 8.5 and a standard deviation of 1.05. Evaluation
questions were answered as follows:
1. Why didn't you rate it higher? "Wish more of the group were
here in order to get their ideas." "Too long to get to the
meat, at times was bored and distracted."
2. Why didn't you rate it lower? "Thought information informative
and interesting, found comments especially helpful." "All
phases of the session exciting, information on Freire's stages
enlightening, one of your best 'teaching' sessions." "The
'meat' was good, found it stimulating, like size of group for
interaction." "Good location, felt comfortable sharing ideas."
3. What would you like to see maintained? (Comments summarized
rather than quoted.) Open dialogue, sharing, negotiation of
agenda, brainstorming, survival guides, enjoyed group partici-
pation, continued clarification of concepts such as Freire's.
4. What would you like to change? "More tasks, keep to time to
get more done."
5. Comments. "Felt support from the group, began to reflect on
how I saw myself." "Enjoyed very much seeing and thinking of
a new approach to systems and meeting with women attempting to
grow and deal with issues which are of mutual concern."
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Sixth Session. May 26. 1976
. Six women attended the second session at Wesleyan,
which was held^ in a classroom. I brought five women down from Hartford.
.6°^^ an^_acti^vlties . I had a number of objectives for this ses-
sion. First, I needed reassurance that the group was not falling apart
because of the low attendance last week. Second, I wanted to capitalize
on the interest in. Frelre's stages elicited during the previous session.
Third, there were a great many items of unfinished business such as the
resume clinic, the triad reports and a list of practicing women adminis-
trators, on which we needed closure.
During the sharing session, I reported on the Hamden group and also
on a conference in Boston I had attended the previous Saturday organized
by a group of women who were attempting to establish a New England Net-
work for women interested in educational leadership. Participants were
very interested, and I reviewed the meeting in some detail and passed
out a "Functions for Job-Seeking/Job Finding" sheet (Appendix D)
,
which
we had developed there. I further advised that there would be a state-
wide dinner meeting of Connecticut women interested In educational ad-
ministration scheduled for June 15th to which we would all be Invited.
A participant apologized for missing the meeting last week due to a
necessary family activity, and another explained that one member had
called her to say she had a budget meeting. I advised that one partici-
pant continued to be tied up with w^eekly Title IX meetings and that an-
other had decided to drop out because she wanted a job and did not feel
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we could be helpful to her. The general reaction to this was that she
was using her job problems as an excuse to avoid a careful look at her-
self and at the reality of the job situation we all faced. Members
were sorry she quit because they felt she needed the group and would
benefit from it.
One participant brought in a syllabus of the women's studies course
which she was offering at her high school. She described her experience
with the course and her students' reactions. We were enormously im-
pressed with her enthusiasm and were ready to sign up for the course!
I passed out "ideal woman" and "ideal administrator" lists along
with Freire's handouts to those who had not been there last session,
and I reviewed briefly the activity in which we tried to identify/name
how we "play hostess" to oppressive social systems. I presented last
week's evaluation and proposed agenda for this week. It was decided to
hear reports from the triads and then to go to the resume clinic, since
participants had brought their resumes and were anxious to work on them.
Only two of the triads were able to report on what had taken place
in their groups, but clearly a great deal had happened. One triad mem-
ber had worked on her dilemma about whether to stay on her present job
or take another one in the same organization as one of the other triad
members. They had brainstormed a list of the potential pros and cons
of such a move and had agreed upon a course of action, which included
meeting with the superintendent to clarify her position and exploring
other job alternatives prior to making a final decision. In this same
triad another member had failed to enroll in the certification program
at her university, was unsure about completing her courses, or even if
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she wanted to be in a supervisory/administrative position. With her col-
leagues' impetus, suggestions and support, she had approached and been
accepted by the University, had signed up for summer courses in order to
obtain her certification in September, and had a plan to negotiate with
her present employer to receive the status and salary which her current
supervisory position should command
. The third member had brought her the
problem of updating her resume to the group, and we had all felt suffi-
ciently interested to make it an activity for the entire group.
In the second triad, a newly appointed administrator expressed con-
cern about the paper work which kept her from working with teachers and
curriculum as she had envisioned doing prior to her administrative ap-
pointment. She and her colleagues had come up with a way of reorganizing
her schedule and time which allowed her more opportunity to achieve her
professional objectives. Another member was concerned with her student
teacher and wondered how she could involve him in the evaluation pro-
cess. She had been helped to develop a series of strategies that were
proving useful to herself and her student. The last triad member was
questioning about what would happen to her professional relationships if
she moved from a strong position of personal power to apply for an admin-
istrative position. Her concerns were not completely resolved, but she
was challenged to rethink her position and had a plan to try some quasi
or semi administrative activities to further test her own skills, prefer-
ences and the kind of reception she would receive from colleagues.
The triad members were clearly enthusiastic about the help they had
both given and received from one another . They had kept in touch with
other triad members during and between workshop sessions, and each
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individual seemed to be able to move ahead rapidly with the support and
assistance she had received.
The next part of the session was devoted to the discussion of resu-
mes. Many of the participants had brought theirs, and they were exchanged
and reviewed one at a time by the group. We extrapolated portions which
we thought were most successful and worked on the revision of the member
who was concerned about rewriting hers. In the process, other partici-
pants decided that they wanted to rework theirs and bring them in for
further review by the group next week.
I asked members to help me generate a list of successful practicing
women administrators whom they would like me to invite to our June 16th
meeting to talk with us about their experiences and problems as adminis-
trators. The letter which I planned to send was reviewed and approved
by the group.
Personal observation . The nuclear problem-solving process , always
a popular activity at previous workshops, was enormously successful in
our group. The triad members were very helpful to one another, and their
relatively brief input seemed to have a tremendous impact in changing
individual behaviors. It was an example of "peer counseling" or colle-
gial problem-solving at its best and appeared to be a genuine transform-
ing experience for most of the participants.
The resume clinic was also very useful and was an excellent example
of the value of "pooling our collective wisdom." After last week s in-
itial introduction and discussion, I was eager to return to Freire s
stages, but I felt it would be oppressive to impose this on the group.
My sense was that the dialogue and the activities which occurred were
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true to Freire, even if they were not specifically so labeled.
Evaluation
. On the scale of 1 to 10, six participants rated this
session with a mean of 8.5 and a standard deviation of 1.05. Evaluation
questions were answered as follows:
1. Why didn't you rate it higher? "Wasn't particularly interested
in my resume." "Would rather spend more time on individual
problem-solving .
"
2. Why didn't you rate it lower? "Got a lot of help." "Learned
a lot about other's problems." "Am going to have a good re-
sume I" "Think the triad idea great."
3. What would you like to see maintained? "Activities where we
all work together on something like the resumes." "Sharing
and exchange." "Mutual help." "High comfort and trust level."
4. What would you like to see changed? "We never have enough time
—always have unfinished business."
5. Comments. "I'm really grateful for all the help I got—great
group I"
Seventh Session, June 2, 1976
Participants . We returned to the University of Hartford this ses-
sion. Seven women, all who have attended regularly and who will complete
the group, were in attendance this evening.
Goals and activities . I had a personal objective for this session:
to share my satisfaction at having been offered and having accepted an
administrative position; and to clarify how each participant was faring
in their own professional endeavors. I was also interested in using the
triad exercise to explore personal experiences with oppression, in com-
pleting the resumes, and in reviewing Freire 's stages and terminology in
order to generate a list of questions for our visitors next week.
Sharing consisted of updating our current job-hunting/professional
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status. I had just been offered and accepted a job as one of five admin-
istrators in a residential school for students with special educational
needs. Three participants were actively applying for principalship po-
sitions and were seriously working on updating their resume's. One par-
ticipant was renegotiating her present position and would finish her ad-
ministrative certification this summer, and one would pursue her courses
this fall after a summer break. One participant had applied to and been
accepted for the doctoral program at the University of Connecticut School
of Education and would begin her studies this summer. One participant
was attempting to reevaluate her first year as an assistant principal
with the objective of increasing the time she was able to spend on cur-
riculum and in the classroom with the teachers.
Previous session evaluations and tonight's agenda were discussed.
We moved quickly into the further exchange and critiquing of resumes.
Participants who had done extensive revisions received group suggestions.
One participant, who had been absent two sessions, became quite defen-
sive when another participant suggested she had listed too many and in-
appropriate items under "Honors and Professional Activities." The situ-
ation became somewhat strained but was finally worked through to a point
where dialogue could occur, and the writer saw that she had obscured
the outstanding honors she had received by including them in a long list
of much less significant endeavors. All of us learned an important re-
sum^ strategy from this interaction, and we also learned the importance
of not withdrawing or responding with anger if a colleague misunderstands
our intentions and becomes momentarily upset with us.
The next activity attempted to explore personal experiences with
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oppression. Participants were asked to sit quietly and to go back in
their memories to recall a professional or work situation in the recent
or distant past when they had been oppressed by someone with authority
over them. When specific incidents had been recalled, new triads (com-
posed of members whom participants had not worked with in a triad before)
were formed. Individuals were. asked to describe the situation and, with
the triad s help, (a) to identify or name the problem, (b) to analyze the
cause of the problem from the viewpoint of systems, and (c) to plan strat-
egies that might change or transform the situation, as in the nuclear
problem-solving process
.
The triads worked separately for about 30 minutes, and then we all
came together to share the problems, analyses and change strategies we
had generated. One participant announced immediately that she had never
been oppressed (the same one who announced that she had never been op-
pressed because she was a female)
,
and this caused a reaction of incre-
dulity from the group. She was questioned closely on this by various
individuals but maintained her stance. Some participants became frus-
trated with her responses and suggested that she was denying social re-
ality. I intervened at this point, suggesting that it would be oppres-
sive to name other people's reality and that her willingness to parti-
cipate in the group, despite the differences in her personal experiences,
added a resource and dimension to the group which we would not have with-
out her
.
In order to generate a list of questions to ask our visiting women
administrators, I reviewed Freire's stages and terminology. As we for-
mulated questions, a discussion ensued as to what critically conscious
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administrative behavior would be like, and was it even possible for an
administrator to be critically conscious and survive in an oppressive
system? We felt it would be interesting to try to explore some of these
questions with our visitors.
Personal observation
. The participant who continued her critique of
the resume", despite the potential of arousing some hurt and angry feel-
ings, demonstrated an important lesson for all of us. If we are truly
attempting to be collaborative and are concerned for others, we must
persist as unoppressively as possible in our efforts to dialogue with
colleagues. They may or may not respond, but it is important that we
continue to offer them, and ourselves, further opportunity for dialogue.
In the resum^ discussion this was dramatically illustrated as misunder-
standing changed to understanding and mutual growth occured. The effort
to dialogue with the participant who claimed she had not experienced dis-
crimination was not so successful, and non-dialogue led to frustration
and alienation.
Prior to this session participants had surprisingly few disagree-
ments or personality clashes. I felt that participants were trusting
enough tonight to risk questioning and alienating one another and expos-
ing their own positions. The effort to engage in dialogue, although not
always successful, seemed more important than the specific content or
conflict of the discussion. The difficulty of maintaining dialogue when
feelings are high and conflict occurs was evident this evening as was
the negative impact of non-dialogue. It seemed to me that this process
should be reflected upon in the group next week.
EJvaluation. On the scale of 1 to 10, seven participants rated this
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session with a mean of 7.86 and a standard deviation of 1.07. Evaluation
questions were answered as follows:
1. Why didn't you rate it higher? "Felt some individ-
uals were too much into their own thing and not
with the group." "Didn't feel oppressed." "Didn't
need help with my resume."
2. Why didn't you mark it lower? "Great session on
resumes, got lots of practical help." "Really saw
how oppression operates, and sometimes we don't
even notice it!" "After this session I know what
magical means."
3. What would you like to maintain? "Group working
sessions—lots of good ideas." "Working in triads."
"Group dialogue, seeing how others think, even if
I don't agree!" "Personal experience activities
that tie in with theories."
4. What would you like changed? "Set time limits
—
too much time on one activity, i.e. resumes."
Keep the group together, not on individual tan-
gents."
5. Comments. "We have a long way to go to conscious-
ness or whatever that is."
Eighth Session, June 9, 1976
Participants
.
All seven regular participants were in attendance
this evening.
Goals and activities. One of my goals was to review the upset over
resume critiquing which had occurred during the last session. I also
wanted to be sure that each participant had an opportunity to review and
consolidate her professional objectives and that the specifics of the
remaining sessions and the state-wide dinner meeting were well planned
and clear.
Much of our sharing time was spent reviewing the two meetings coming
up next week. The state-wide dinner meeting was scheduled for June 15th,
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and we made arrangements for six of us to go together in my van. On
June 16th, we would meet jointly with the Hamden group at Wesleyan Uni-
versity to talk with practicing women administrators. I reported that
I had received two positive responses and three negative responses, and
I passed out the "Interview Questions" (Appendix D)
,
which had been gen-
erated by both groups for our visitors. Arrangements were made to go to
this meeting together as well. We decided that the tenth and last ses-
sion would begin at the University of Hartford for the post testing and
end at my house for wine and pizza.
I reviewed last week's evaluation and posed the problem of how to
maintain dialogue when misunderstandings or disagreements occur. The
participant who had persisted in her questioning of the resume shared
with us her concern about being "pushy" and "aggressive" and asked for
honest feedback from the group about her personal style and about how
she came across to others. Participants shared their impressions with
her, and the woman whose resume she had criticized indicated that she
had been hurt and angry, but that had changed as she began to see the
point, and she was very grateful for the persistent criticism.
Others asked for feedback on their personal style, and there was
particular concern about being too aggressive or too passive/quiet
.
The Importance of having a place where we could get honest feedback
about how we came across professionally and personally was stressed.
The difficulty In getting and giving honest feedback, even if it hurt
sometimes, and the role of dialogue and collaboration in this process
was discussed.
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This led into tonight’s agenda which was mainly related to individ-
ual consolidation of professional objectives and to some decisions about
group action. At participant request, they went into their original tri-
ads with the task of (a) reviewing their professional objectives—at the
beginning of the workshops and now——to determine if their objectives had
been achieved, had changed or whatever; (b) analyzing what they needed
to do now to complete their objectives; and (c) planning action strategies
to carry out their objectives.
Participants spent an hour in the triads, and I reminded them when
20 minutes had passed to be sure that each participant had her share of
"air time." After an hour, there was a report to the group from each par-
ticipant, who shared (a) her objectives, (b) where she was in meeting her
objectives, and (c) what she planned to do in order to achieve them. Par-
ticipants added further suggestions for possible action and volunteered
to help one another whenever possible.
This led to a discussion of what should happen to the group after
the workshops ended, and participants were unanimous in their agreement
that the group should continue to meet in the fall to offer assistance,
support and information to one another. The informal communications
about job information should continue on an individual basis with each
member agreeing to call another if she heard of an opening that would be
of interest. Whether a "job bank" might be started by the group would
be decided in the fall, after we had seen what the state group could do,
but there was a willingness on the part of members to volunteer time and
services for such a venture.
I brought two issues to the group for possible action. The first
was a newspaper article, complete with pictures, which described a
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foundation which awarded scholarships to outstanding Hartford male high
school seniors. We reviewed Title IX regulations and decided this was
illegal. We drafted the outline of a letter to go out over my signa-
ture, since I was the only Hartford resident, and I was charged with
the task of completing and mailing it. The second was a situation in
which a woman administrator was being discriminated against because of
her sex and was suing her employer, the Connecticut Education Associa-
tion. Since many of us were active and important members of the Con-
necticut Education Association, we drafted a protest letter which could
be sent by our various local chapters, thus having greater impact at
the state level. I was charged with preparing the letter for distri-
bution at the state-wide meeting next week.
We recognized that it was much easier to plan Individual change
strategies than it was to plan how to change large social systems, but
we were enthusiastic about our efforts and hopeful that we would have
some impact.
Personal observation
.
This was a very rewarding session for me.
As a professional counselor, I would almost have to characterize the
session as "therapeutic” for many of us. Personal issues (I had made
a conscious attempt throughout the workshops to avoid any focus on per-
sonal issues or problems) were discussed voluntarily in the context of
professional concerns. Women who trusted one another and shared many
common problems offered personal as well as professional information
about themselves; they were ready to support and advise one another in
a caring and concerned manner. My sense was that if women needed or
wanted "therapy" or "counseling," it should be carried on in just such
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an unoppressive support group of peers. I am sure that an enormous
amount of personal as well as professional growth occurred during this
session.
The potency of the triad relationships and the effect they had on
encouraging individual triad members to set objectives and act upon
them was again demonstrated. However, the collective willingness of
the group to participate in strategies for system change and their in-
terest in continuing the group in the fail, at least partly for this
purpose, was less expected and very gratifying. Changing the system is
a concept more easily discussed than carried out. We had changed a
number of systems which traditionally guided our behavior with other
women (i.e., collaboration vs. competition), but this was our first
effort to use the group to highlight oppression in other places, and
it seemed to me an important step on the road to critical consciousness.
Evaluation
.
On the scale of 1 to 10, seven participants rated
this session with a mean rating of 8.86 and a standard deviation of
0.99. Evaluation questions were answered as follows:
1. Why didn't you rate it higher? "Felt this was a
'heavy' session, maybe we shouldn't get into so
much just before the end." "Not enough time to
do all we want to do--too much on the agenda."
2. Why didn't you rate it lower? "Teriffic session.
Learned an enormous amount about myself and
others." "Got ray objectives lined up." "Liked
the honest group interaction and the feedback I
received.
"
3. What would you like to see maintained? "Feedback
from the group." "Work on individual problems in
small group." "Do group projects such as letters."
"Keeping in touch with where everyone is."
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4. What would you like to see changed? "Nothing
—one of the best sessions." "Spend more time
on issues even if we don't get through the
agenda.
"
5, Comments. "Hate to see the workshops end. This
is a good group!"
Organizational Meeting for Connecticut Women Interested in Educational
Leadership, June 15. 1976
This meeting was not directly related to my workshop sessions but
was included as a session for the Hamden women. I had been a part of
planning this meeting in order to extablish a Connecticut Chapter of a
recently organized New England Network for Women. All the women in my
workshops were invited. I brought six women from Hartford, and six of
the women from Hamden came in a group. About 40 to 50 women attended
from a number of school systems, universities, the State Department of
Education, and the Connecticut Education Association. This gave us an
opportunity to meet women from all over the state, to learn about and
share concerns, and to join with them to begin to address some of these
issues
.
Despite the fact that I got lost and was responsible for the Hart-
ford group arriving an hour late for cocktails, we had an excellent and
informative meeting. This was the first opportunity for the two work-
shop groups to meet one another as well as others, and my sense was
that all of us spent a very worthwhile and enjoyable evening.
Ninth Session, June 16, 1976
Participants . The New England Network meeting was followed the
next evening by the joint meeting of the groups held at the faculty
club of Wesleyan University. We had come to interview and dialogue
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with succsssful W01116I1 sducstlonsl sdininistirstors. Ssvsn out of olght
of the Hamden women and seven out of seven of the Hartford women, with
one of the latter bringing a friend, attended.
I had written to 11 women administrators, whose names had been
generated by both workshop groups, I had received a negative response
from four women and no response from five women. One of the two women
with us this evening was an Acting Bureau Chief at the State Depart-
ment of Education, and one of them, also Black, was the Assistant Super-
intendent of the State School for delinquents.
Goals and activities
.
'My primary concern--it was more of a hope
than an objective—was that the participants have the opportunity to
interact with practicing women administrators, and that they attempt
to view these women through Freirean glasses. Questions about survival
as an administrator, and at what cost, were paramount in my own mind,
and I hoped they would be part of the dialogue.
The room had a large number of comfortable chairs and hassocks,
which we rearranged into a circle. Wine, soft drinks and cheese were
served before the meeting began and were available later. The first
30 minutes were spent informally getting acquainted over refreshments.
After this I attempted to follow the outline we had developed (Appendix
D) and had mailed to our guests prior to the meeting, but individuals
were encouraged to ask questions, elaborate, comment or digress through-
out the evening.
Our guests were very open and willing to discuss the issues we
raised in personal detail, and their spontaneity made for a very lively
and interesting evening. They were impressed with our efforts to form
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a support group and felt that women who wanted to get into administra-
tion could benefit from such an experience. The session ran late, and
people were reluctant to break away.
Personal observation. I was worried whether or not there would be
enough participants to make it worthwhile for guests and whether the
guests would be of interest to participants. As it was, the turnout
was excellent, and the guests were most compatible and congenial. It
might have been preferable to have more guests in order to find out
more about a variety of leadership approachs, but it simply was not
possible during this busy time of the year and with such short notice.
The women who did choose to come were clearly very sympathetic (many
on the list may not have been) and, because there were only two, we
were able to talk to both of them in depth.
tfy feeling was that, especially combined with the previous even-
ing's meeting, the session broadened our exposure and was a good learn-
ing experience.
Evaluation
.
It was difficult to get all of the group to evaluate
this session, because many lingered to talk in small groups while others
left quickly. On the scale of 1 to 10, only five (of 15) participants
rated this session, and the ratings gave a mean score of 8.8 with a
standard deviation of 0.84. The participants indicated that they
especially enjoyed the guests and thought it was an interesting and
exciting session.
Tenth Session, June 23, 1976
Participants . This was our last session and all seven partici-
pants attended.
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.Goals and activities. My goals for this session were to review
and to evaluate the two previous meetings, to administer the post tests,
and to end the workshops on as positive a note as possible.
I read two letters I had received seeking qualified women candi-
dates for principal positions. Apparently my efforts to identify women
for the study had- made some administrators aware that I might be a re-
source to them in making wonien aware of their Job openings. We were
very encouraged by this, and two participants planned to apply for both
positions.
The decision was made to do the post testing and then to review
last week's meeting over wine and pizza at ny house, which was nearby.
When the testing was completed, I answered all questions about the
tests and promised to share the results of my testing with them when
the data was available.
At lioiisa we reviewed both of the previous week's meetings.
Participants iiacuased their impressions of the many women they had
met and speculated on their leadership styles. They were less comfor-
table trying to apply Frelre's concepts after such brief exposure but
conmented that some of the women seemed "oppressive” or "reforming,"
and we continued to speculate if it was possible to be an unoppras-
sive administrator. They were curious about some of the women in the
Hamden group, generally impressed with the calibre of women they had
met, and enthusiastic about both meetings last week. Four of them had
signed up to w-ork oa committees in the state-wide group.
Hiis led to a decision for our group to meet In mid or late Septem-
ber. I was asked to arrange it, but they would help with the tele-
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phoning. We were adamant about keeping in touch and about how much we
had enjoyed the relationships with one another. We began spontaneously
to express appreciation for specific actions or qualities of each per-
son in the group, so that each of us went home with eight personal tri-
butes of one kind or another.
Personal observation . We surely ended on a warm and positive note
with a genuine desire to continue the group. That decision was the most
rewarding for me, since it indicated a response and fulfilled a need
that went beyond my research. In this sense, I felt I had exceeded my
objective. I felt enormously successful in having organized and been
the coordinator of a support group for women interested in public school
administration, a group in which I had learned and grown as much as any
of the participants. I was not at all sure how successful I had been in
sharing Freire's concepts and in assisting participants to become more
critically conscious, but I hoped that my research instruments would
show some movement in that direction. I now truly realized that our
time together had been all too short and that much more time was needed
for such an ambitious undertaking.
Evaluation . I did not ask participants to evaluate this last ses-
sion.
Hamden Workshops : May 17 to July 6, 1976
The first of the Hamden meetings was held in the mini-auditorium
and drama classroom at Hamden High School. This room was not available
again, and the remainder of the meetings were held in the faculty room
of the High School. There were comfortable chairs, coffee tables and
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larger tables in various sections of the room, which would accomodate
both large and small group activities. Occasionally people wandered
into the room during a session, which was distracting, but it was fair-
ly comfortable and a convenient central location.
After the initial session, ten women attended the workshops. One
of them dropped out after six sessions, and one of them attended all
but the last session because she had to go out of state for a previous-
ly arranged educational program. The group was composed of four ele-
mentary teachers, one reading consultant, one librarian/media special-
ist, a junior high guidance counselor and an art teacher, and a high
school department head. Age ranged from 31 to 52, Experience in teach-
ing was spread between 8 and 25 years.
The activities, forms and handouts were identical to those used by
the Hartford group except for differences in the content of the data
which was compiled and returned to the group. Variations occurred in
the third and fourth sessions, which were a double afternoon (3:30 to
6:00 p,m,) and evening (6:30 to 9:00 p,m,) session with a short break
in between. The hope was to accelerate the sessions in order to catch
up and join with the Hartford group, which had Indicated a willingness
to share the burden of the 40-mile trip between the two meeting places
if this could be done. The afternoon session went well, but the fa-
tigue level after the dinner break was very high. We completed the
triads, but there was little energy for a new activity. We decided
that double sessions were too exhausting at the end of a work day, and
that it was unrealistic to try to unite with the Hartford group. The
informal dinner break, coming in the middle of the triad exercise,
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added to the companionship and closeness of the group and proved to be
a very popular activity with a number of us getting together to eat be-
fore group sessions.
Another variation occurred when the group requested, and I agreed,
that the state—wide meeting be counted as one of the workshop sessions.
Many participants had summer plans that would take them away prior to
completion of the sessions, if we did not find a way to contract the
time involved
.
The eighth session came after the state-wide and visiting adminis-
trators meetings, and this gave us more opportunity to attempt to eval-
uate the leadership style of the many women we had met. We generated a
list of critically conscious administrative behaviors and also speculated
in depth about how critically conscious administrators might or might
not survive in oppressive systems. A few women in this group had seri-
ous reservations about seeking an administrative position because of the
detrimental affect it might have.
The ninth session was turned into an "interview clinic" at partici-
pants' request. Three women had been interviewed for the same principal
position in their system, and they were eager to compare notes and to
get feedback from the group about how they might improve their inter-
viewing skills. Other participants were anticipating interviews in
the near future and were very interested in picking up any suggestions.
I shared the Hartford group's survival guide, and everyone shared their
previous Interview experiences. As an activity, we did a memory scan
on negative interviewing experiences , real or anticipated , and then
formed triads and generated action strategies on how to avoid
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or change such situations. This was a good session, where participants
began to feel less anxious and timid about interviews and to view them
as opportunities to gain skill and understanding in a variety of situa-
tions.
Attendance at these sessions, like those in Hartford, was somewhat
erratic; one to three participants were absent during a number of ses-
sions. An inability to attend a session was often announced in advance
as the session had to compete with other end-of-the-year school activ-
ities. Since the same women were not absent each session and since
they seemed genuinely concerned about missing sessions, I had to make
the assumption, as I had in Hartford, that absences occurred because
of legitimate reasons, that they were to be expected in a group of pro-
fessionally active women, and that absence did not mean a lack of com-
mitment to the purpose of the workshops or to me or my colleagues.
The evaluations after each group session tended to be slightly
more positive and to have fewer comments than the Hartford evaluations.
The Hamden group was not quite as assertive in negotiating the agendas
and tended to go along with ray suggestions. Part of this may have been
due to the fact that we were rushed for time and tried to do in eight
weeks what I attempted to do in Hartford in 10 weeks. In retrospect,
it may have been wiser to postpone the Hamden group until fall, but I
would then have had to compete with the beginning of the year's activ-
ities and with graduate courses (my starting date for the workshops in
Hamden was determined by the end of the University semester). Also, I
am convinced that there is not a time during the school year which does
not present women like these with some scheduling problems.
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As in the Hartford group, many close relationships were formed
which continued between and after the workshop sessions ended. Person-
al issues were brought to the group more frequently and In a spontaneous
and natural manner. The group also ended on a warm and positive note
with the decision to continue the group In the fall and reassess our
needs and situation at a September meeting.
Summary
The workshops attempted to provide a vehicle for women with common
professional concerns and aspirations to pool their resources, to iden-
tify their problems (both personal and professional)
,
to analyze how
various social systems contribute to these problems, and to plan ways
to overcome or change the obstacles which impede them from achieving
their professional objectives. The workshops undertook to assist women
in the development of naming, analyzing and transforming skills with a
view to Increasing their critical consciousness and thereby gaining
power over their personal/professional destinies.
As shown in Table 4, the most positive workshop sessions were
five, six, eight, and nine. Tne fifth session exercise, the "ideal
woman/ideal administrator" activity, proved an excellent and meaning-
ful way of illustrating Freire's concept of "playing hostess to the
oppressor" and was probably the best combination of theoretical discus-
sion and personal issues which occurred during the series. The sixth
and eighth sessions were more practically focused on resume critiquing
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and on the identification of individual professional objectives and
concerns of personal style. Clearly, such sessions were very useful
to the participants. The visiting administrators were greatly appre-
ciated as well. The impact on the sessions of attendance, of individ-
ual personality, and of group cohesion, is more difficult to gauge but
surely plays a role in their relative success or failure.
Table 4
Workshop Evaluations
Sessions
1 3 4 5 6 7 8 9
n responses 11 8 9 6 6 7 7 5
X scores 7.64 7.88 7.67 8.5 8.5 7.86 8.86 8.8
SD 1.12 1.73 1.22 1.05 1.05 1.07 0.99 0.84
Since these workshops constitute the heart of my research, and
since I participated in them so fully, it is difficult to be objective
about them. My sense is that Frelre's theories were of interest, but
that the process of meeting on a weekly basis and the sharing of pro-
fessional and personal concerns became more important than the specific
content or guiding theory of the workshops. I am ambivalent about this.
On one hand, we did not deal directly and explicitly enough with Freire's
theories, while on the other hand, we were true to his precepts in as
much as we identified and attempted to resolve our own issues. The
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opportunity to practice critically conscious behavior combined with a
cognitive understanding of what constitutes such behavior would seem
to have been the ideal, if often unattained, format for the workshop
sessions
.
Further, it was perhaps naive to presume that I could accomplish
my objectives in ten 2 1/2-hour sessions. After this experience, I
would propose the scheduling of a minimum of 20 sessions or workshops
which met less frequently but spanned the school year in order to ac-
complish the same objective. I was afraid the workshops would be re-
jected if I asked for more time during this busy time of the year and
if I spent too much on theoretical discussions. Another time I would
be braver and less humble I
Many of these issues will be addressed more fully in Chapter IV
where I report on my research findings, and in Chapter V where I dis-
cuss the implications of this study.
CHAPTER IV
RESEARCH RESULTS AND FINDINGS
Social science research, for the novice, is a suspenseful and awe-
some process. One administers instruments, collects and charts data,
confers with statisticians, does computations on the calculator, and
ferverently hopes that the results will come out as hypothesized. This
chapter will relate such a venture into research by: (a) reviewing the
hypotheses, describing the statistical methods employed to test them,
and reporting the findings of each analysis; (b) illustrating the sta-
tistical results with anecdotal material from the workshops; and (c)
summarizing the participants' impression of the workshops, as told to me
in the follow-up interviews.
Before reviewing my hypotheses, it should be recalled that my pri-
mary objective in the workshops was to increase the conscientizacao of
women interested in educational administration in order to facilitate
their entry into positions of educational leadership. The only instru-
ment available to measure conscientizacao is the Critical Consciousness
Inventory, a recently developed instrument which has not been validated
on a large number of subjects. In addition, this is an exploratory
study whose hypotheses are suppositional in that there is little or no
previous research to consult and no prior efforts to employ theories,
instruments or activities in the same way. My reservations about impos-
ing theory in the workshops may have had further ambiguous effect on
the results reported in this chapter.
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Examination of Hypotheses
Theirs t research hypothesis
. This hypothesis states that the
experimental group will show a significantly greater increase in their
level of critical consciousness compared to the control group, as mea-
sured by the CCI. In order to test this hypothesis, five pair-wise com-
parisons were made:
I* Pre“experimental with pre~control. Since subjects were
not randomly assigned to groups, it is of primary impor-
tance to establish that there was no statistically signif-
icant difference between these groups prior to treatment.
2. Pre-control with post-control. It is expected that no
statistically significant difference between group means
will be found, thus providing evidence that there was no
change on this measure over time
.
3. Pre-experimental with post-experimental. It is expected
that a statistically significant difference between group
means in the predicted direction will be found, thus pro-
viding evidence to support the effectiveness of the treat-
ment .
4. Post-experimental with post-control. It is expected that
a statistically significant difference between group means
will be found in the predicted direction, thus providing
evidence to support the effectiveness of the treatment.
5. Change-score experimental with change-score control. It
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is expected that a statistically significant difference
will be found in the predicted direction, again showing
evidence to support the effectiveness of the treatment.
The Jt test was employed to compare the means of each of these pair-
wise comparisons. Independent ^ tests were used on the first, fourth
and fifth comparison pairs because I wanted to determine whether the
performance difference between the experimental and control groups was
significant. In this instance, the _t test measured the difference be-
tween two independent means. Matched
_t tests were used on the second
and third comparison pairs because I wanted to determine whether the
performance difference between the pre and post-test subject scores
within the same group was significant. In this case, the _t test meas-
ured the difference between the mean scores earned by individual exper-
imental-group subjects on the pre and post-tests and the mean scores
earned by individual control-group subjects on the pre and post-tests.
There was no statistically significant difference found between ,
the group means of the pre-experimental and the pre-control test scores
confirming my hypotheses that the subjects were equal in their capacity
to score on the CCI prior to the workshops. Similarly, there was no
statistically significant difference between group means on the control
group's pre and post-test scores, further confirming my hypotheses that
group scores on the CCI will not change over time without some treat-
ment intervention.
There were statistically significant differences between experi-
mental group means on the pre and post-test scores, between the post-
experimental and post-control test scores and between the change-score
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experimental and the change-score control
-group test scores. The sig-
nificantly improved scores of the experimental group in all three of
these comparisons suggests that the workshops were highly effective in
achieving my primary objective.
Table 5
CCI Pre and Post Means and Standard Deviation Scores
for Experimental and Control Groups
Group Pretest Post-teat Discrepancy
(Change Score)
Experimental
Group X = 192. i = 230. X = 38.
® = 45,32 ® = 32.08 ® = 50.76
Control
Group X = 214. 1 = 203. X = -11,
= 45.12 ® = 37.03 SD = 55,51
Table 6
Summary Table of Pair-Wise Comparisons
Comparison Pairs t £
Pretest experimental/pretest control 1.11 KS
Pretest control/post-test control 0.755 NS
Pretest experimental/post—test experimental 2.653 <.05
Post-test experimental/post-test control 2.052 <.05
Change-score experimental /change-score control 2,447 <.05
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The statistical analyses of the data obtained from administering
the CCI provide good evidence to support the first hypothesis and sug-
gests strongly that the workshops were successful in raising the criti-
cal consciousness level of the workshop participants.
second research hypothesis
. This hypothesis states that the
experimental group will show a significantly greater increase in their
level of ego development, as compared to the control group and as meas-
ured by the Sentence Completion Test (SC).
In order to test this hypothesis, a chi-square test was employed
to compare independently observed pretest/post-test change scores on
the SC with expected change scores for both the experimental and control
groups. Observed change scores were divided into three groups and
classified as either positive change, negative change or no change.
This distribution was then compared with the expected distribution,
where it was hypothesized that positive change, negative change and no
change were equally likely outcomes. A non-significant chi-square value
for the control group would indicate that change scores reflected a
random pattern, while a significant chi-square value for the experi-
mental group would demonstrate the effectiveness of the workshops.
Both comparisons yielded chi-square values in support of the
hypothesis. The control-group comparison resulted in a non-significant
chi-square value, indicating that pretest/post-test changes were pri-
marily a random occurrence. The experimental-group comparison resulted
in a significant chi-square value and would seem to indicate the posi-
tive effect of participation in the workshops.
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Table 7
Expected vs. Observed Change on the SC for the Control Group
Positive Change Negative Change No Change
Expected 5 5 5 2.8 2
Observed 2 6 7
Table 8
Expected vs. Observed Change on the SC for the Experimental Group
Positive Change Negative Change No Change
Expected 5 5 5
*
Observed 10 2 3 7.6 2
*£ < .025
In order to further evaluate treatment effect, the proportion of
positive change scores in the experimental group was compared with the
proportion of positive change scores in the control group. The results
of this comparison yielded a significant £-score value of 3.02 (£ .002).
While a £-score of this magnitude indicates that the probability of
this effect occurring by chance is very unlikely, it tends to mask the
effect of the workshops. Rather, it is more clear to note that two out
of three subjects in the experimental group demonstrated growth.
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Table 9
Comparison of Positive Change Scores, Control and Experimental Groups
Control Group Experimental Group
^ £.
Proportion of
Positive Change .13
.67 3.02 .002
Scores
The statistical analysis of the data obtained from administering
the SC provides considerable evidence to support the second hypothesis
and indicates that the workshops were successful in raising the ego-
development level of the workshop participants.
The third research hypothesis . This hypothesis states that the
experimental group will demonstrate a significantly greater amount of
professional activity than the control group, as measured by the nAch
coding system.
In order to test this hypothesis an analysis of variance,
two-factor mixed design, was used to compare the performance of the
experimental and control subjects over a period of time (e.g., the
past summer, the current school year and future plans). This two-
factor mixed design allows for: (a) the comparison of the overall
performance of the experimental and control groups; (b) evaluation
of performance changes from one measuring period to the next; and
(c) evaluation of the treatment effects in relation to the passage
of time between measuring periods (Bruning & Kintz, 1977, p. 21).
The results of this two- factor mixed design are sunmarized in
Table 10
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Table 10
Summary Table for Two-Factor Mixed Design Analysis
of Variance Procedure
Source SS ii 1
Total 124.49 89
Between S 5.16 29 0.1779
Conditions 1.54 1 1.54 11.9103'
Error,
D
3.62 28 0.1293
Within S 119.33 60
Trials 3.28 2 1.6400 0.8325
Tr
. X Cond
.
5.69 2 2.8450 1.4437
Error
w 110.36 56 1.9707
*£ < .01
This analysis revealed that there was no statistically significant
difference between the time periods. However, there was a statistically
significant difference between the mean scores earned by the experimen-
tal and control groups. The experimental-group mean score was signifi-
cantly higher, and the probability of this occurring by chance is less
than . 01
.
The- statistical analysis of the data obtained from applying the
nAch coding system provides evidence to support the third hypothesis
and demonstrates that workshop participants were, and expect to be, more
professionally active over time than their counterparts in the control
group
.
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One additional statistical procedure was employed in order to de-
termine if there was a correlation between the critical consciousness
level, as measured by the CCI and the ego development level, as measured
by the SC. Although not stated as a hypothesis, it was assumed that
there would be some statistical connection between subject scores on
these two tests.
In order to test this assumption, a complex chi-square and the con-
tingency coefficient measurement was used (Bruning 6. Kintz, pp. 233-237).
The SC scores were collapsed so that a 1, 2 and delta ego level were
converted to a 1 score; 3 and 4 levels were converted to a 2 score; and
5 and 6 levels were converted to a 3 score. Original combination scores
such as 3/4 or 4/5 were considered to be at the higher level before con-
version (e.g., 3/4 became 4 and 4/5 became 5). The CCI scores were con-
verted to collapsed ego level scores by dividing the CCI scoring range
of the lowest possible score of 100 and the highest possible score of
300 by 3 (e.g., 200 divided by 3 resulted in subjects scoring between
100-167 on the CCI being assigned a collapsed CCI score of 1; those be-
tween 168-235, a 2; and those between 236-300, a 3).
This three-by-three contingency table yielded a chi-square value
of 0.737 (df_4), which was non-significant at the 0.05 level. The anal-
ysis, therefore, did not provide evidence to support the assumption that
there is a correlation between subject scores on the CCI and on the SC
instruments, when either pretest or post-test comparisons are made.
It is difficult to know how to interpret this finding. It could
be a function of the way subject scores were collapsed in that the
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resulting level assignments were not discrete enough to distinguish sig-
nificant differences between individual scores
. However
,
it is inter-
esting to note that four women scored higher on the SC than on the CCI;
five women scored higher on the CCI than on the SC; and only six women,
or one-third of the experimental group, received the same level score on
both instruments. Although such a distribution could simply be related
to chance
,
it is also possible that women who score highly on one devel-
opmental sequence do not necessarily score highly on the other. I will
explore this possibility in more detail in the next chapter.
Summary . When subjected to statistical analysis, all three hypothe-
ses were corroborated, but there was no data to support the assumption
that there is a correlation between subject scores earned on the CCI and
those earned on the SC. The implications of these findings will be dis-
cussed in Chapter V.
It is gratifying to report that workshop participants improved their
CCI and SC scores and demonstrated more extensive professional activity
than control group subjects. However, it is not possible to measure
mathematically what the impact of the workshops was on the careers of
the individuals who attended them. This kind of information—so impor-
tant to the participants and to those who would improve career opportun-
ities for women in educational administration—can only be reported by
the subjects themselves.
Three Case Studies
From the workshops, the follow—up interviews with the subjects and
from women who knew and worked with her , I learned that Ellen had been
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a classroom teacher for 19 years. In addition, she had taken a leader-
ship role in her local education association which had led to appoint-
ments on state—wide connalttees and to participation in national meetings.
She was extremely competent, well informed In educational matters, and
she commanded a great deal of professional respect in the community where
she taught and lived. Ellen had obtained her administrative certifica-
tion and had applied for an elementary princlpalship in her school sys-
tem. She knew herself to be well qualified and expected that her long
and successful service would give her an edge over the other candidates.
She did not get the job.
Ellen's name had been given to me in the spring as a possible can-
didate for my workshops. She had declined, indicating that she had too
many professional obligations and could not give the time required.
This was before she applied for and lost the princlpalship . She came
to the first workshop meeting at the urging of a friend and continued
as a regular participant, even though she had considerable distance to
travel and often had to arrive late, leave early or miss an occasional
session because of other professional meetings.
Ellen did not share the details of her unsuccessful application
for the princlpalship with the workshop group. She presented herself
merely as another mature and experienced woman educator who was seeking
to crash the female barrlex in educational administration. It was only
9 months later in my follow—up interview that I learned how important
the workshops had been in encouraging Ellen to clarify her objectives
and to do what she had to do to reach them.
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As Ellen explained it to me, It was the realization that there
were many women in education, searching to define what they wanted and
attempting to work through the system to obtain it, which assisted her
to overcome the feelings of personal rejection experienced when she was
turned down for the principal job in her own coiiinunity. Other women's
questions about giving up the comforts and satisfactions of classroom
teaching and their frustrations about not being able to find an admin-
istrative position in a tight job market took the personal sting out
of her own situation.
Shortly after the workshops ended Ellen had felt comfortable enough
to apply for every principalship she heard about that summer. Three
systems ignored her application, one system offered her an interview
but not a job, and one system invited her back for three separate inter-
views before hiring her as an elementary principal in late August,
Martie had been seeking a position as an elementary principal for
5 years. In the workshop group she was an expert on interviewing situ-
ations and a model of good humor and poise, despite her many unsuccess-
ful and "no-but-you-were-one-of-our-top-candidates" experiences. Given
her obvious talents and perserverance, it was especially upsetting that
she had not been able to land a job, and we tried to figure out why.
Martie had often been told, as many of us were also hearing, that
she could not be hired because she had no administrative experience.
The reality was that Martie was not only an experienced teacher but had
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been an IGE Unit Leader for a number of years. This position, as be-
came clear from our discussions, carried considerable responsibilities
and had provided an excellent opportunity to leam and practice admin-
istrative skills. We suggested that she emphasize these experiences,
and she decided to change her resume in order to better define and
describe her current responsibilities as a Unit Leader. It was her
interest in reworking her resume which led the group to schedule and
to join in a "resume clinic."
A few weeks after our workshops ended Martie approached the Assis-
tant Superintendent with her newly revised resume and asked that he up-
date his original letter of reference to go with it. He agreed and,
reminded of her interest in administrative experience, suggested she
apply for a recently vacated directorship of a Federal program. Martie
hesitated because the job had been filled traditionally by a Black
male, but she did apply. After many interviews with community, board
and administrative committees she was hired just before school started
in the fall.
In our follow-up interview 7 months later, Martie was delighted
with her job and very enthusiastic in recalling the important role the
workshops had played in helping her. She felt that her participation
in the group had made her feel positive about continuing to seek a job
in administration at a time when she was ready to give up. Everyone in
the group was very serious and hard working, and they would not allow
her to procrastinate. She had felt very inadequate alone but, with
others, found that she could give as well as receive help. For Martie,
had been "catching," and she was gratefulthe peer support and pressure
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for the practical skills she had learned as well as for the assistance
in updating her resume.
Susan was a small reserved woman, who introduced herself to the
workshop as ”a mother, wife and guidance counselor." She was taking
courses to become certified in educational administration because it
seemed the thing to do
,
but she was not sure what she wanted for her
own professional future.
Susan was a regular and enthusiastic workshop attender. She seemed
most interested in the personal relationships and exchanges which devel-
oped in the group and was not interested in job-hunting because she had
a number of courses to take before her certification program would be
complete.
Although Susan clearly enjoyed the workshops, it was difficult to
know what significance they had for her. Consequently, it was with con-
siderable curiosity that I contacted her for our follow-up interview 9
months after the workshops were over. By then, Susan had nearly com-
pleted her certification courses, but she reported that, thanks to the
workshop sessions, she was very sure that she did not want to be an ad-
ministrator. The issues and concerns of other women helped her clarify
that one did not need to possess a title in order to be "somebody", and
the experience in the workshops gave her the confidence to pursue excel-
lence in her present role as a guidance counselor
.
Susan was justifiably proud of the many innovative activities she
had been engaged in over the school year. She had developed a
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sfilf“Awareness curriculum for retarded students and was working with the
social studies department to develop a curriculum for ethnic studies.
She was teaching her students peer counseling; working with another coun-
selor to develop a series of system-wide workshops for teachers; and con-
ferring with the Assistant Superintendent in charge of curriculimi about
additional projects. The stress placed in the workshops on the impor-
tance of collaboration impressed her, and her own efforts to apply this
concept and to begin to work closely with others had been very successful.
Susan told me that the workshops stimulated her to observe more
closely the jobs of principal and vice principal in her own system, and
she decided such jobs were not for her. Instead, she wanted to become
an authority on counseling at the local, state and national level. She
might consider a position of head counselor, but only if that would fa-
cilitate her own personal growth and her capacity to help others. Susan
said that the group experience of the workshops had increased her self-
confidence and reduced her fear of risking professionality
.
Five of the fifteen workshop participants, like Ellen and Martie,
Improved their career positions within 2 months after the termination
of the group sessions. Others, like Susan, pursued their certification
and continued in their previous positions in the schools. After discus-
sing their professional activities in the follow-up interview, each par
ticipant was asked to describe what had been useful about the workshops
and to make recommendations to improve them. Their recollections and
suggestions are summarized in the next section.
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The Workshops Remembered
The first question of the follow-up telephone interview, which
occurred from 8 to 10 months after the workshops, was "What do you re-
member about the workshops?" The participants unanimously, immediately
and very positively recalled the opportunity to interact with other wo-
men who had similar problems and interests. They expressed appreciation
for their contacts with "women aiming for things," "articulate and cap-
able women who gave me the courage to speak out and pursue my interests,"
"women in a group for the first time," "women who helped one another and
opened up on a personal basis," "women without stereotypes attached to
ourselves or others," and "the camaraderie and closeness with women who
understand.
"
Other responses from participants tended to fall into three cate-
gories : personal experiences, workshop content and the manner in which
the workshops were presented. In the personal experience category, 13
of 15 participants felt that the group offered them an opportunity to
clarify their own situations : "It crystallized where I was and where I
wanted to go." Those who were seeking positions found the courage to
continue, whereas those who were not sure what they wanted began to sort
out their objectives. Four participants mentioned that the group gave
them the strength to do what they needed to do. Thirteen participants
mentioned the support they had felt from other group members and the
warmth and positive individual relationships they had formed. Eight had
kept in touch with one another, and as one woman put it. When I need
someone or something, I call."
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The participants remembered much of the content of the workshops.
Five of them recalled the research instruments and asked what I had
learned from them. Five had enjoyed especially the state-wide dinner
meeting and the joint meeting to interview practicing women administra-
tors. They felt that these had "broadened my horizons" and "provided me
with contacts throughout the state." Five specifically mentioned Freire's
theories and their efforts to apply some of his ideas in their own school
settings. All those who mentioned Freire indicated they did not feel
they really understood him and were interested in learning more. Six
did not mention Freire but recalled Freirean-inspired activities such as
taking the systemic viewpoint, avoiding oppression, identifying obstacles,
recognizing and challenging norms, generating survival guides, collabor-
ating with others, and seeking alternative solutions. Most of the parti-
cipants alluded to the practical focus on resume writing, on interviewing
experiences and on job information which they said had been very helpful.
Six of the participants recalled the "open and humanistic atmos-
phere" that prevailed during the workshop sessions. They felt the pre-
sentations were diverse and well organized. One woman said, "You had
an agenda, but you let others have one as well." Another told me, "You
did a superb job; your enthusiasm and interest made the whole experience
a positive one." Probably the most satisfying comment of all came from
the woman who said, "I felt so guilty when I had to miss a session, be-
cause I knew I was missing something good."
The second question in the follow-up interview attempted to ascer-
tain what in the workshops had been useful to the individual participants
.
It quickly became evident that participants tended to remember what had
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been useful, so that the first and second question had similar responses.
However, the most useful activity in the workshops was clearly the nu-
clear problem-solving exercise. Seven women recalled their own triad
experience positively
,
and four of them had used the exercise in their
own professional endeavors. One administrator gave a general workshop
on it, while another used it with her faculty to resolve the problems
which had arisen around lunchroom scheduling. Another woman commented,
"I got so many admonitions and so much advice on my own objectives dur-
ing the triad discussions that I'm still working on them I"
A portion of the question, "What was useful to you?" related to "How
might experiences from the workshops be useful to you in the future?"
This Inquiry proved to be unsatisfactory in that respondents found it
difficult to differentiate between what they had done and what they were
doing. One individual did indicate that she was "gradually applying more
and more, and was identifying issues coiranon to women and how we box our-
selves in." Another woman explained at great length how, "Most women
in the workshops had experienced more oppression than I, and the work-
shops met a real need for others at the time, but not for me." Unfor-
tunately, her situation had changed. She had attempted to move from an
assistant principal to a principalshlp some months after the workshops
and had encountered discrimination and the reality of a tight job market.
As a result of the workshops, she was "prepared for this first negative
experience," but she still would not "look for trouble in her next in-
terviews .
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The third question asked participants to suggest how the workshops
might be inipro¥ed if they were given again. I made a genuine effort to
obtain constructive criticism, but even here it was difficult to get
participants to complain, about their workshop experiences. The worst
they could come up with was “too much chit chat and not enough doing,"
"too much time explaining your own dissertation," and "waiting too long
for inconsiderate people to arrive." One person chided me gently for
not giving iraiaediate feedback on the pre and post tests, another sug-
gested that I should not have held the workshops at the end of the school
year, and still another complained mildly about the distance she had to
travel to the meetings. Four participants were upset about the "comings
and goings" and the "lack of conmltment" on the part of the other members
of the group.
Four more participants complained that we did not meet often enough
or for long enough periods of time: "We just barely touched what we
could have done, and I wish we could have done a lot more." Two members
wondered why our group could not have an impact on university programs,
since they claimed they had enjoyed and learned more from our sessions
than any formal courses. Three women would have liked to learn more
about Freire, with one woman proposing that he not be discussed at
night, "when people weren't fresh." Another suggested that I should
have given "homework assignments on Freire after each session."
Many participants would have liked to see more activities included
in the workshop sessions. Suggestions ranged from using the triads
earlier in the sessions for identifying specific skills for all would-be
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administrators to using the triads for Identifying personal strengths
and weaknesses. Other proposals were that we might have role-played
interview situations
^
invited women from other fields ("since teachers
tend to be too possive”)
,
or tried to dialogue with more women who were
in administrative positions.
There was considerable Interest on the part of workshop partici-
pants in re-establishing a support group to meet their future needs.
One woman suggested we do periodic "catch-up" or "maintenance workshops"
in order to share newly acquired skills and recent adventures.
I called two post-workshop sessions of the Hartford and of the
Hamden groups in the September and October following the workshops, and
all four meetings were poorly attended. I believe this was due to the
usual problems of busy schedules rather than the lack of interest, but
I was simply not able to pursue the matter further at that time.
It should also be reported that five women in the experimental
group have become active members of the State-Coalition for the New
England Womens' Educational Leadership Network, and three women in the
control group have also attended some of the State Coalition meetings.
VOien the burdens of producing this dissertation are behind me, I have
full confidence that our group will be able to meet again from time to
time.
In summary, the statistical analysis of my hypotheses and the work-
shop participants' feedback would indicate that the workshops were over-
whelmingly successful. It is tempting to attribute this outcome to the
uniqueness of my workshop design and/or to my superb implementation of
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that unique project. Such conclusions, however, would becloud the
needs, interests and contributions of the women who participated in
the workshops. It is to the implications of their concerns and of my
findings that I now turn.
CHAPTER V
IMPLICATIONS OF THE STUDY
This dissertation project has successfully adapted and applied
Paulo Freire's social literacy techniques to a selected group of women
educators who were interested in educational administration. The appro
priateness of Freire's educational approach and the effectiveness of
these techniques for such a group of women will be explored in the
first section of this chapter. The second section will examine those
professional and personal needs of the participants which emerged dur-
ing the workshops, and will assess their implications for other profes-
sional women. The third section will review the instruments used to
measure the outcomes of the workshops and will examine the need for
further research. The last section will attempt to estimate the feasi-
bility of changing the social institutions and practices which impinge
on the entrance of women educators into administrative and leadership
positions in the public schools.
Social Literacy Education:
Does It Work?
The accomodative capacity of social literacy education has been
well documented in this study. It is difficult to imagine a more flex-
ible or unoppress ive pedogogy. We women have been so accustomed to
having our education prescribed for us that it was a transforming exper
ience merely to have the opportunity to identify, reflect upon and in-
tervene in our own reality. At a time when women are bombarded with
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admonitions about everything from becoming assertive to regaining our
femininity, it is very useful to review the theories and methods which
were relevant in this study.
Until recently, women, like the other minorities of our society,
have had little history or culture other than as adjuncts to white
males. For the most part, women lack knowledge of their oppression
in the past and of the processes which perpetuate their oppression in
the present. They often unwittingly support and sustain these pro-
cesses of oppression. They are unclear about what they want their fu-
ture to be and allow the vacuum to be filled by still more subjugation.
Freire's historical-cultural approach, which demands a critical examin-
ation of and active intervention in the cultural/social process, is
ideal for any group which is dominated by a social system over which
it has little or no control.
How to obtain control or power over one's destiny is the essence
of Freire's educational methodology, which I have adapted for this
study. My success in this adaptation, viewed in the perspective of
the successful adaptation of social literacy education to groups as
diverse as Ecuadorian campeslnos and teachers in desegregating urban
school systems in Massachusetts, further suggests that Freire's tech-
niques can be applied effectively and appropriately in many settings
and situations. Indeed, if one share Freire's philosophical view that
education should be humane, liberating and non-prescriptive, it is
tempting to assume that Freire is universally applicable. My personal
experience has been that analyzing social situations from a Freirean
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viewpoint is always useful, but that attempting to employ social liter-
acy educational techniques is much more difficult in some situations
than in others.
Social literacy education occurs best in small collegial groups of
Individuals who have conmon experiences and concerns. In a complex
society it is difficult to find such commonality. My primary task in
the University of Massachusetts Social Literacy Project was to identify
generative themes of teachers lu an urban junior high school and to
organize a teacher support group as a culture circle in order to ex-
plore these themes. dilemma was that there were so many individual
themes and experiences, such fragmented purposes and concerns, that I
was never able to establish a cohesive group consistently available
for social literacy training, l-fy position was further complicated by
the history and culture of the school, which viewed outsiders (especi-
ally doctoral candidates) with mistrust and which assumed that individ-
uals were powerless, the situation hopeless, and the problems irreme-
dial. There was a desperate need for social literacy education in such
a setting, but it was impossible . for me to implement it successfully in
that place and at that time.
In. contrast, my own workshops and the summer social literacy work-
shop on discipline at the University of Massachusetts attracted indi-
viduals with diverse experiences but with sufficient common concerns,
so that the collegial basis for a group could be discerned quickly, and
mutual problem exploration, analysis and solution could begin immedi-
ately. With such groups, social literacy educational techniques are
eminently applicable and have their greatest opportunity for success.
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I have also adapted social literacy techniques to teaching a course
for college seniors with some success
. It requires considerable energy
and courage to attempt to change the educational game plan for students
who have been exposed to traditional education throughout their educa-
tional careers. Establishing a culture circle, instead of a class; at-
tempting to promote collegial as opposed to hierarchical or competative
teacher-student relationships; and generating a curriculum which reflect-
ed what the students wanted and needed to know, as opposed to what they
were supposed to be taught—all were part of a challenging, liberating
and sometimes confusing experience for the students and myself. The ram-
ifications of introducing Freirean techniques in oppressive settings,
however, are enormous, and their potential impact on the learner must be
considered carefully.
In summary, I submit that social literacy education is a powerful
and valid pedagogy which has been and can be employed successfully in a
wide variety of settings. It is most easily adapted in, situations where
individuals can recognize that they have a common problem and least
easily adapted in situations where Individuals experience many problems
but are unable to focus on a specific problem which they share with
others. Freirean techniques can be applied in traditionally oppressive
settings, but this should be done with great caution since, when chal-
lenged, oppressive systems may impose even more oppression on their vic-
tims. The effectiveness of these social literacy techniques will now be
reviewed
.
Freirean methodology . It is difficult to view oneself as having
the power to bring about change in our complex society which supports
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individual accomplishments and encourages few collegial interactions,
especially for women. One has so many roles and is confronted with so
many Issues that It often seems doubtful that one can find peers or col-
leagues—a constituency that shares even a portion of one's problems.
Yet, Identifying a major common concern—a generative theme—and finding
a constituency which shares that concern is the first step in the social
literacy educational process.
The process of identifying problems requires the review of many com-
peting concerns and the willingness eventually to concentrate on one. It
is a sorting, clarifying and organizing activity which can go on individ-
ually or in concert with others and is a helpful exercise in itself.
Seeking a constituency and discovering that others experience a similar
problem and are willing to focus on it with you is equally facllitative
.
The example of the two successful problem-focused social literacy work-
shops previously described illustrates the problem-sifting and colleague-
seeking process. Those who had worked in the Social Literacy Project in
the Springfield public schools had identified the problem of discipline
as one of the primary generative themes in the junior high schools where
they worked . Individual educators responded to this theme and attended
the course. In the case of my own workshops, I identified the major
problem of discrimination encountered by women who want to enter educa-
tional administration, and I sought a constituency of concerned women
from the potentially interested individuals whose names were submitted
to me by Title IX coordinators.
Once the problem/ theme had been identified and the collegial group
had been established, I employed Freire's technique of the culture
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circle for the workshop sessions and attempted to act as a circle coor-
dinator rather than a leader, approaching participants as potential teach-
ers (helpers) as well as learners and providing activities which stimu-
lated participation in agenda—setting and decision-making processes
proved to be key factors in successfully encouraging the group to recog-
nize and resolve their own issues. The culture circle and coordinator
approach was very necessary to this group in order to insure that parti-
cipants taught themselves and viewed themselves as makers as well as con-
sumers of culture. The role of coordinator, although sometimes unclear
and uncomfortable, is the only leadership/teaching style which is compat-
ible with the aim of increasing participant's critical consciousness.
Freire's primary objective, to increase critical consciousness,
guided the workshops and dictated that participants be given the oppor-
timity to develop skill in his triadic process : naming the problems
which they, as women, encountered; analyzing the systemic sources of
these problems; and acting collaboratively to change the social systems
which cause the problems. Naniing activities such as "survival guides,"
"stress hunts” and "ideal lists" were very effective with this group
and, in my experience, have been effective with other social literacy
groups. The. most popular and effective activity of all was clearly the
"nuclear problem-solving process,” which I can only describe as a "sure-
fire" Freirean exercise. It has the added advantage of incorporating
naming, analyzing and acting skills.
My workshop group, like most, found it easier to identify problems
than to solve them, but even the ability to identify accurately one's
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social reality Is a powerful weapon against oppression. Collabora-
tively attempting to name, analyze and change social realities was
liberating in that it brought new knowledge, understanding and strength.
One may not be able to change the systems, but one at least becomes
aware of how social systems, rather than individuals, victimize you
and how you are not alone in this victimization.
The realization that "it isn't me, it's the system" leads to in-
creased self-esteem and to an appreciation, almost a cherishing, of
one's peers as fellow victims. The resulting group atmosphere is
trusting and accepting but also business-like and task oriented, for
the participants begin to realize that there is much to be done. The
search for freedom in. Freire's sense is a continuing and dynamic pro-
cess which requires constant vigilance and work in the company of one's
peers. I suspect that fell critical consciousness is an unreachable
abstraction but that the procedures for approaching it, as expoused by
Frelre and practiced in these workshops, are emancipating and reward-
ing in themselves. How the procedures used in these workshops coincided
with the participants' need for a professional/personal support system
will be discussed in. the next section.
Support Systems for Professional Women
The most Important experience in the workshops, as reported to me
by the participants, was the pleasure and satisfaction they found in
working with other women who had similar interests. It is surprising
and sad that professional women have so few opportunities for such an
experience. If the women in this study are typical of women in other
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professions, all such women would benefit from joining together to form
a support system.
The majority of professional women X have met are not feminists.
We are probably so busy trying to maintain our professional and personal
we rarely take the time to examine the problems we encounter
because we are women# We are not socialized to see other women as poten-
tial resources and helpmates and, in fact, may have been conditioned to
view them negatively. We sense that most women are as powerless to
change the situation as we are and that the few women who do wield power
are often unsympathetic and anti—feminine. Consequently, we see little
to gain from affiliating with other women unless there is some direct
connection between them and our professional endeavors. A professional
focus such as that of our workshop support group, can overcome this re-
sistance to feminism and can give professional women the opportunity to
see other women in a different and more positive light.
Professional women also share the culture's ambiguity about their
social roles. It is difficult to imagine a professional woman who does
not frequently experience some conflicts between her professional re-
sponsibilities, her social role and her personal needs. Concern about
such things as adequate child care, the dual responsibilities of work-
ing and home-making, the impact of long working hours on personal rela-
tionships, however, are not problems of personal maladjustment which
must be resolved in painful isolation. If our society does not provide
working women with adequate practical or psychological support, they
must learn to supply it for themselves. Professional women's groups
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such as the one described in this study can provide a place for women
to identify common problems, to share survival skills and to explore
alternative solutions to some of their personal/professional conflicts.
Women who have attained professional status are often concerned
about how others view them. The all too familiar female stereotypes
and myths almost force them into uncertainty about their own behavior
and style. Concerns about being too aggressive or too passive, about
how one should behave in certain situations and even about what to wear
for a job interview were common in our workshops. Participants were
eager for feedback, grateful for constructive criticism and aware that
such information was almost impossible to obtain in their work situa-
tions. Participants also found it veiy useful to examine the stereo-
types and the expectations they had for themselves and others. The
need to attempt to be, or expect other women to be, "superwomen" seems
prevalent among professional women, and in support groups they can
assist one another to develop more reasonable female prototypes.
Professional women are often isolated in that they have little or
no contact with other women in similar positions. Frequently, they do
not have or are unable to obtain essential information which can lead
to professional advancement. The lack of an "old boy system" among
professional women is a common lament. A professionally oriented wo-
men's support group can fill this gap and, as we did in our workshops,
can help individuals clarify their professional objectives, develop
strategies to reach their objectives, and provide structured support
throughout the process. Self-monitoring and self-starting require an
inner strength that is often difficult to maintain. The "no
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procrastination norm which emerged in our workshops was of enormous
assistance in keeping women on task and working to achieve their objec-
tives .
The positive feelings that can also be generated in a professional
support group should not be underestimated. Thirteen out of the 15 wo-
men in our group recalled the support they had felt from other group mem-
bers and the warm and positive relations they had formed. Receiving and
giving to one's peers honest praise, constructive criticism and recogni-
tion for a job well done was a satisfying and unique experience. Prob-
ably most important, however, was the group sharing of incidents of both
success and failure. Such incidents gave a more realistic perspective
from, which to evaluate one's own position.
In summary, the culture circle/coordinator format and the techniques
of social literacy education were very compatible with the needs of the
professional women educators who participated in this study. The meth-
odology was sufficiently flexible to allow these women to identify their
own issues, to encourage them to see and use one another as valuable re-
sources, to analyze their social problems, and to work together to bring
about social change. As a result of the workshop experiences, partici-
pants became more aware of their social reality and more critically con-
scious, as that is defined by Freire and as measured by the Critical
Consciousness Inventory. The success of these workshops suggests that
most professional women can profit from such an approach and that social
literacy education can be a convenient and attractive medium for the es-
tablishment of professional women's support systems.
1A5
I will now turn to a discussion of the instruments used in the
study and to the implications for further research suggested by the
study's findings.
Instruments and the Need for Further Research
The instruments used in this study have been described in detail
in Chapter II. The CCI, the instrument most relevant to the study, was
used to measure situationally each participant's level of social con-
sciousness before and after the workshops. I am uncertain about the im-
pact of this study's findings on the process of validating the CCI, but
they would appear to further confirm "the highly encouraging results" re-
ported by Smith in his earlier research on the instrument (1976, p. 124)
and to underscore the usefulness of this instrument for would-be social
literacy educators who require an objective measurement of their subjects'
movement toward consclentizacao . Additional studies employing the CCI
to measure specific consciousness-raising efforts on various populations
will assist in the development of more effective and precise training
methods
.
In addition, the CCI is a flexible instrument in that the visual
stimulus can be adjusted so as to simulate the probable experience of
the group to be rated. Suitable pictures may be difficult to find, how-
ever, and it is probably best to pose them in appropriate settings. The
CCI is easy to administer and, perhaps because it is open-ended but timed,
it seemed to be enjoyed by and to pique the curiosity of the subjects.
Coding the CCI protocols is quite complicated, and I have already
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suggested that it not be done by someone who shares the consciousness-
raising experience with the subjects.
Somewhat to my surprise, Loevinger's more structured but untimed
SC test was not as well received by my subjects. They tended to hurry
through it and/or to give one word or short phrase responses, despite the
direction to answer as fully or as briefly in as much time as was needed.
Some subjects found it redundant and others complained that the "when-she"
questions were trying to trick them into revealing their own feelings
and should have been worded more directly. In short, many seemed bored
or disinterested in the test, which may explain the many cliches and mun-
dane responses which it illicited. The poor calibre of the responses
confirmed my sense that many professional women are not tuned into "fe-
male issues," and suggested that more general attention to how women play
hostess to oppressive social norms might have been incorporated in the
workshops
.
The nAch follow-up interview was a practical and positive way of
trying to determine if the workshop experience had encouraged experimen-
tal subjects to continue to pursue their professional interests over time
and to receive feedback on the workshops. It can be argued that the
scores showing them more active professionally than control subjects was
only a further reflection of the original motivation and/or need that
caused them to attend the workshops in the first place. My impression,
however, was that the general supportive nature of the workshops and the
activities dealing with the clarification of goals, the setting of objec-
tives and the planning of action strategy had assisted the experimental
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women to be clearer about and more willing to risk in order to achieve
their professional objectives. They also reported themselves to be more
persistent in their professional activities and more collaborative in
working or keeping in touch with others. Control subjects seemed more
isolated in comparison, more conservative in their professional efforts
and less hopeful about their future prospects. A number of the control
subjects were very interested in the outcomes of the workshops, seemed
eager for a similar experience and joined the state-wide Network.
The most surprising finding in the study was the fact that two out
of three of the experimental subjects increased their ego development
level, despite the fact that there was no statistical correlation between
Freire's stages and Loevinger's ego development levels and no explicit
effort in the workshops to focus on the kind of feminine concerns that
Loevinger addresses. If indeed the tests represent two distinct vari-
ables, it is difficult to understand this increment. I can hypothesize
that Freirean highlighting of social oppression and cultural factors re-
duces the burden placed on women to look inwardly for the source of their
problems. As in much of "female psychology," Loevinger's ego level char-
acteristics may reflect various social roles which women are programmed
to play by society. If this is true, having the opportunity to examine
external sources of difficulty, as occurred in the workshops, may have
encouraged the experimental women to view themselves more realistically
("it's not me, it's the system") and thus elevated them to higher ego de-
velopment levels. Should this be the case, it would seem that a social-
systems approach such as Freire's could be a valuable and expedient
I'I
'4^
ijlX;
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It is perhaps too easy to propose additional research projects at
the conclusion of one's own always too-limited effort. I would there-
fore propose that social literacy educational methodology be modified
and adopted by many oppressed groups and implemented in many oppressive
situations. The value of this methodology will not be proven or dis—
proven by further research but must be judged by its usefulness to those
who would apply it
.
The possibility that socially literate individuals can change the
social systems which oppress them will now be explored.
Social System Change: What's Feasible?
It seems appropriate to begin this section with the trite but, in
this case I believe, valid observation that everything or nothing is pos-
sible. As Ginzberg (1975, p. 159) reminds us, organizations (and social
systems) change according to the amount of pressure to which they are sub-
jected, and he further urges that women who are concerned about system-
atic sex discrimination work to change the institutions of which they are
a part. How much change can occur is directly related to the numbers of
women who are willing to collaborate, their level of social awareness,
and the amount of energy and resources such a group can generate.
An important factor in the process of change is the ability of those
who would bring about change to estimate their relative strengths and
weaknesses. The Freirean methodology, which helps people to identify
issues, to seek a problem-sharing constituency, to analyze the problem
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End to plnn Ection stiTEteglES ceh Essist e group to detErinine how msny
individuals are interested in what issue and who can do what to tackle
the problem, A group may need to docus on the identification of the
problem and/or the recruitment of a constituency before there is an at-
tempt to analyze or resolve problems. Too often these steps are neglected,
and group energies are dissipated by the participants' lack of commitment
to issues and by the lack of participants to share all of the work which
needs to be done. Action plans should be made after careful examination
of a specific problem and should reflect realistically the resources of
the group which are available to implement them.
Change projects may vary from something as simple as a request to
address the Superintendent's Association to something as elaborate as the
Long Island Project, where would-be women administrators set up an in-
tensive job-monitoring program, which was so successful that the National
Institute of Education awarded them a grant to publish their procedures
(Timpano & Knight, 1976). Such change projects emerge from collegial
groups that have agreed upon the nature of their problems, the source of
these difficulties, and the way to go about trying to change the situa-
tion. Such projects may not always be successful, but they represent a
truly human effort to attain cultural freedom.
As a participant in a number of support groups for women administra-
tors, I can identify many social systems which women like myself would
like to work to change. The first is probably the fact that we are sel-
dom recognized and given the opportunity for advancement in our own school
systems. We want to be rewarded for our good work and taken as seriously
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as our male colleagues, who are promoted from within or brought in from
the outside. These men often have no more administrative experience or
credentials and often less classroom experience than ourselves. If
enough of us perceive this as a problem, we can work together to remove
the professional barriers in our own district.
When we go beyond the confines of our districts, we are discouraged
with the negative or incredulous attitude toward women as administrators
which we find among top school administrators. Many of us would like to
dialogue with and attempt to raise the consciousness of these powerful
employers so they will grant us employment opportunities which are equal
to men's. We are concerned about the dismal statistics which reflect
how few women administrators there are among us, and we want to encourage
women to think of themselves as potential leaders and to promote the cause
of women whenever we can.
We are tired of university programs which put us through meaningless
courses, grant us degrees and Ignore the reality that because we are wo-
men our chances of obtaining an administrative job are 85% less than if
we were male I Some of us may decide to collaborate in the effort to make
universities less interested in our tuition, more responsive to our needs,
and more willing to work with us to change our situations.
We are acutely aware of the need for information about jobs and the
job market; and one of our top priorities is the establishment of a job
communication system which works—be it formal or informal. When we are
discriminated against, more and more of us will seek legal redress in
153
the hope of making the system work for us instead of against us. Prob-
ably the most important change going on among us is our growing realiza-
tion that we need one another as resources, sounding boards and sources
of support.
Which change project we invest in will depend on our existential
situation, the number of colleagues who are available to help us, and
the collective resources we can muster. If we are not willing to invest
collaboratively in some change efforts, our social realities will contin-
ue to be determined by others. In my own case, I hope to re-establish
the workshop support groups; and I am on the planning committee of the
state group (Connecticut Coalition of Educational Leaders) and a found-
ing member of the New England group (New England Coalition of Educational
Leaders). There is much work to be done at all levels.
Summary
In this chapter and in this study, I have attempted to demonstrate
that social literacy education is a powerful and flexible pedagogy which
has been and can be successfully adopted in a wide variety of settings.
Full critical consciousness, as described by Freire, is probably unat-
tainable, but the procedures for approaching it, which he inspired and
which were practiced in these workshops, are socially liberating and per
sonally rewarding. This observation is corroborated by statistical anal-
yses showing that workshop participants increased their CCI and SC scores
and were more professionally active over time than control subjects.
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These findings further suggest that social literacy education could be
the medium for the establishment of support systems for professional wo-
men in fields other than education.
The validity of the CGI seemed to be further confirmed by this study,
as was its usefulness to social literacy educators. The nAch follow-up
interview provided valuable post-workshop data. The finding that parti-
cipant’s ego development level increased and that there was no correla-
tion between CCI and SC scores raises some very interesting questions
which cannot be answered with certainty until much additional research
is done on the comparability of developmental theories and on the impact
of consciousness-raising efforts on developmental levels. Another fruit-
ful area for further research is the compatability of administrative re-
sponsibility with the characteristics of individuals who register high
developmental levels.
Social system change can be brought about as women increase their
level of social awareness, collaborate with one another, establish their
priorities, appraise their resources and allocate their energies wisely.
Change projects must be identified by collegial groups in their struggle
to attain cultural freedom. Those who are not willing to invest collab-
oratively in change efforts will continue to have their social realities
determined by others.
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Handout to Title IX Coordinators
TO: Title IX Coordinators
FROM: Clotean Brayfield
Intern for Title IX and Sex Discrimination Issues
Connecticut State Department of Education
DATE: January 27, 1976
SUBJECT: Title IX and Sex Discrimination Issues
Among the many issues encompassed by the rules and regulations of
Title IX are the prohibitions against discrimination in emplojraient
on the basis of sex. I am particularly concerned about the diffi-
culties women encounter as they attempt to obtain positions in edu-
cational administration.
In order to gather more specific information about women who are
qualified for administrative positions, I would appreciate your
informal assistance in identifying any women in your school system
who are interested in educational administration. That interest
may be demonstrated by women who are taking or have completed
courses in administration, by women who are certified or who can
be certified for administrative or supervisory positions, and by
women who have applied for and/or have been appointed to adminis-
trative positions within the past two years.
Please send me the names and addresses of such women. If you are
unable to identify any women in your system who are interested in
administrative or supervisory positions, I would appreciate being
so infoitned.
Send Replies to:
Ms. Clotean Brayfield
[home address givenj
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Membership List of the Advisory Council of the
Interagency Conmittee on Sex Discrimination in Education
1. American Association of University Women, Connecticut Division
2. Connecticut Association of Boards of Education
3. Connecticut Association for the Advancement of School Administration
4. Connecticut Association of Secondary Schools
5. Connecticut Federation of Teachers
6. Connecticut League of Women Voters
7. Connecticut Women’s Educational and Legal Fund
8. Connecticut Association of Bilingual and Bicultural Education
9. Connecticut Education Association
10. Connecticut National Organization for Women
11. Connecticut Professors of Educational Administration
12. Parent-Teacher Association of Connecticut
13. Connecticut Civil Liberties Union
14. Elementary School Principals of Connecticut
15. Connecticut Association of College and University Teachers of
Education
16. National Association for the Advancement of Colored People,
Connecticut ,
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Letter to Identified Women
[xhis letter was personally addressed and written in longhand
.J
Dear
Your name has been given to me as a woman who, like myself, is
interested in educational administration. Interested means to me that
we want to take or have taken courses in administration, that we have
or can obtain administrative certification, that we have attempted to
apply for administrative positions or have been appointed as adminis-
trators in the past two years.
My objective is to contact as many women like ourselves as possi-
ble throughout the state in order to form a consciousness-raising group
in which we can identify the problems we face as women trying to enter
public school administration, analyze the sources of these problems and
work together to improve our situations. I want to do this for both
personal and academic reasons.
Personally I am involved in the job-hunting process. I have been
told that women applicants are welcome, they are experienced, but
systems offering opportunities to gain such experiences seem rare in-
deed! I would like to share my experiences with you and learn about
yours. And I suspect that we could all use a little mutual encourage-
ment and support.
Academically I have chosen to write my dissertation on women's
problems in entering public school administration and hope to make the
consciousness-raising experience the heart of my dissertation. I have
been working since last July with the University of Massachusett'
s
Social Literacy Teacher Training Project, which utilizes the philosophy
of the Brazilian educator, Paulo Freire. I believe the Project method-
ology can be of enormous assistance and am eager to implement this ap-
proach with a group of would-be women administrators.
There is solid evidence that women are losing ground in educa-
tional administration. This may be because we are discriminated
against, or because we avoid administration or both. If women become
conscious of the pervasive sexism in administration, we can, with the
help of nondiscrimination laws and one another, take effective action
to combat the existing inequities.
Please fill out and return the enclosed post card so that I will
know if you would like more details about the group.
Sincerely,
do Brayfield
Post Card Enclosure
I would like to know more
.
Gall me at
Home # Best Day?s Best Times?
s
Work # Best Day?s Best Times?
I am not interested at this time,
.
Names and addresses of other women:
APPENDIX B
FORMAT FOR THE COLLECTION OF DATA
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Follow-up Telephone Intervie-w: nAch Instrument
Experimental Subjects; "This is Clo and I'm calling to ask you a series
of questions about the workshops last spring and what's been happening
to you professionally since then,"
Control Subjects: "This is Glo and I'm calling to ask you a series of
three questions about what you have been doing to pursue your profes-
sional interest in educational administration since last summer. This
is a follow-up to my dissertation research, which you have already
helped me with by taking my pre and post control group tests."
1. "Did you do anything last summer related to your interest in
educational administration?"
2. "What have you been doing related to this interest since school
started last fall?"
3. "What future professional plans do you have? Why have you de-
cided upon these particular plans? Have you done anything in
preparation for these plans?"
The following three questions to be asked of experimental subjects only
4. "What do you remember about the workshops? What did you think
of them?"
5. "Was anything from the workshops useful to you? In what way
be as specific as you can. ^continue to probe until all recol-
Can you think of anyway that
experiences from the workshops might be useful to you in the
future?"
6.
"Can you suggest ways to improve the workshops if given again?"
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CCI Protocol
Identification
Please answer the following questions as completely as time allows.
You will have 10 minutes to answer all four sets of questions for each
picture. You will be told when 5 minutes is up and when you have 2 min-
utes remaining. If you need more space, there is extra paper on the
table. Number the answer sheet with the number corresponding to the num-
ber of the picture being presented.
Picture #
1.
General Description: What is taking place in this picture? Who are
the individuals? What are they thinking and/or discussing?
jOne-half page was left blank for response to each of these sets of
questions on the actual protocol.
3
2.
What problems do each of these individuals have? How do they feel
about their situation?
3.
Why are things as they are? Who and/or what is to blame for these
conditions? What is the individual's role in this situation?
4.
What can be done to solve these problems? What have these individuals
done? What should they have done? What will they do in the future
to solve these problems?
sc Protocol: Sentence Completion for Women (Loevinger Form 9-62)
Name Age
Marital Status Education
INSTRUCTIONS: Complete the following sentences.
1.
Raising a family
2.
Most men think that women
3.
When they avoided me
4.
If my mother
5.
Being with other people
6.
The thing I like about myself is
7
.
My mother and I
8.
What gets me into trouble is
9.
Education
10.
When people are helpless
11.
Women are lucky because
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12.
My father
13.
A pregnant woman14.
When my mother spanked me, I
15.
A wife should
16.
I feel sorry
17
.
When I am nervous
,
I
18.
A woman's body
19. When a child won't join in group activities
20.
Men are lucky because
21.
When they talked about sex, I
22.
At times she worried about
23.
I am
24.
A woman feels good when
25.
My main problem is
26.
Whenever she was with her mother, she27.
The worst thing about being a woman
28.
A good mother
29.
Sometimes she wished that
30.
When I am with a man
31.
When she thought of her mother, she
32.
If I can't get what I want
33.
Usually she felt that sex
34.
For a woman a career is
35.
My conscience bothers me if
36,
A woman should always
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CCI Coders Report
Working from a common restructuring, Linda and I each independently
coded all the units we had restructured from all the tests. We found
we agreed in terms of level and codability on 75% or 829 of the 1,109
units, (This percentage of coding agreements is a modification of the
"coding reliability" formula presented in The G Code Manual" which meas-
ures inter-rater reliability in terms of complete agreement on codabil-
ity and on all three coding variables: level, sublevel
,
and category
.
)
We then came to an agreement on the codability and/or level of each of
the 280 units on which we had disagreed. Tests were then scored on the
basis of our final agreed-upon coding. The second or "preferred" scor-
ing method presented in The C Code Manual was used to calculate four
scores for each test, one for responses within each of the three aspects
(naming, reflecting, and acting) and one overall score.
Maureene Landis
Coders, University of Mass.
Linda M. Wroble
*William A. Smith and Alfred S. Alschuler, How To Measure Freire's
Stages of Conscientizacao : The C Code Manual , 1976 (University of
Massachusetts Social Literacy Project, pp. xii, 192). (Mimeo)
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WORKSHOP SESSIONS OUTLINE
The purpose of social literacy education for women who want to
enter educational administration is to help such women develop skill
in (a) naming problems women encounter, (b) analyzing the systemic
sources of these problems, and (c) collaboratively acting to transform
oppressive aspects of their educational systems. The workshops are
planned with these objectives in mind and include the basic elements
of social literacy training. Specific content will be altered based
on emerging needs and desires of the participants and on evaluative
feedback after each group session. Social literacy groups are, by
their nature, dynamic and open-ended.
First Session
Objective;
Activities:
Second Session
Objective:
Activities:
Third Session
Objective;
Activities:
Fourth Session
Objective:
Activities:
Fifth Session
Objectives:
Activities:
Identification of individual professional goals and
of strengths, skills and experiences that can be a
resource to the group.
Introductions and sharing of above.
Administer CGI and Loevinger Stem Sentences. Iden-
tify obstacles to achieving personal goals and re-
wards, anticipated or experienced.
Name obstacles and stresses encountered or anticipa-
ted in becoming certified, seeking jobs, being inter-
viewed, getting hired, learning/ surviving on the job.
Analyze the causes for previously identified obsta-
cles and stresses.
Review briefly womens' current position in education-
al administration. Define oppression-liberation.
Identify oppressive rules, norms, roles in education-
al administration. Contrast system blame with people
blame.
Develop "Survival Guides."
Identify explicit and implicit survival rules for wo-
men who are in certification programs, seeking employ'
ment, going to be interviewed for administrative po-
sitions and newly appointed as administrators.
Examine how we collude in maintaining or playing host
to oppressive systems. Introduce Freire's three
stages of consciousness.
Identify and contrast the ideal woman and the ideal
administrator. What norms have we accepted? Are
they valid? What do Freire's stages of conscious-
ness tell us about our values?
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Sixth Session
Objective:
Activities:
Seventh Session
Objective:
Activities
:
Eighth Session
Objectives
Activities
Ninth Session
Objective:
Activities:
Tenth Session
Objectives:
Activities:
Learn to adapt and apply Freire's stages of conscious-
ness.
Role play situations when members have experienced
sex-role steretyping in their professional situations.
Analyze the incident using Freire's stages and gener-
ate alternative, critically conscious solutions.
Develop strategies for changing the system.
Introduce O'Neill's critical planning model. Iden-
tify individual and group priority problems/needs.
Develop collaborative action plans.
Review and revise collaborative action plans. Iden-
tify the nature of critically conscious administra-
tive behavior.
Examine masculine, feminine and androgynous leader-
ship behavior. Plan an interview to determine where
some "successful" women administrators stand on these
issues.
Develop criteria for evaluating the consciousness
level of successful women administrators in order to
identify administrative models which we wish to emu-
late.
Interview three successful women administrators.
Using specific examples, determine their stage of
consciousness. Discuss if these women represent ad-
ministrative models that we wish to emulate.
Review and revise personal objectives, collaborative
action plans and future commitments to one another.
Review workshops.
As above. Re-administer CGI and Loveinger stem sen-
tences or arrange to do this at a later date.
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SOCIAL LITEBACY WORKSHOPS
Background Infomation
name ^NUMBER OF YRS IN ED.
HOME ADDRESS
SCHOOL WHERE EMPLOYED
STATUS (i.e. non-certifled, seeking position, administrator)
ULTIMATE PROFESSIONAL POSITION DESIRED (i.e. principal, superintendent)
A. LIST THREE PROFESSIONAL OBJECTIVES YOU WOULD LIKE TO ACHIEVE
DURING THESE WORKSHOPS
1
.
2
.
3 .
B. LIST THREE SPECIAL STRENGTHS, SKILLS OR EXPERIENCES THAT YOU CAN
CONTRIBUTE TO THE RESOURCES OF THE GROUP.
1
.
2 .
3.
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SOCIAL LITERACY WORKSHOPS DATE
EVALUATION FORM
1. USING A SCALE FROM ONE TO TEN, HOW WOULD YOU RATE THIS SESSION?
123456789 10
DULL VERY EXCITING
2.
WHY DIDN'T YOU RATE IT HIGHER?
3.
WHY DIDN'T YOU RATE IT LOWER?
4.
WHAT WOULD YOU WANT TO SEE MAINTAINED?
5.
WHAT WOULD YOU WANT TO SEE CHANGED?
COMMENTS:
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STRESS HUNT
Nellie Santiago-Wolpow
Fred Stopsky
Alfred Alschuler
Social Literacy Project
January, 1976
(2nd Draft)
On any day, look at the faces of students, teachers and adminis-
trators as they enter school. Too many people are tense, apprehensive,
fearful, worried or anxious. And, they admit it, blaming conflict with
peers and authority figures, racial strife, physical and psychological
violence as some of the causes. For people's health and productivity,
the most important sources of daily stress need to be identified and
reduced
.
The hunting procedures we describe for finding the most salient
common stresses are one set of diagnostic activities in Social Literacy
training. Having named key stresses in their lives through this pro-
cedure, Social Literacy groups are then able to search for systematic
causes, and collaboratively overcome them.
In brief, the stress hunt is a five step process that involves:
1. Generating a long list of the most stressful and the most
rewarding experiences in the daily lives of a group of
students or teachers or administrators by means of a brief
questionnaire;
2. Summarizing these diverse stresses and joys into about 10
categories
;
3. Asking teachers (or students or administrators) to rate the
intensity of each category every day for 1 to 2 weeks;
4 , Rank ordering the stresses in terms of what individuals find
most-to-least stressful;
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5. Following-up on the successful hunt with a careful analysis of
causes.
This procedure can be done with a group as small as 4-5 or as large
as 40-60 or more. Individuals who have gone through this stress hunt
have found it intrinsically interesting from the process of focusing
on vital stresses, to providing their own words, to monitoring their
daily stress levels, to discovering how much they share with others.
.
[10 more pages of implementing instructions follow in the original.]
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THE NUCLEAR PROBLEM-SOLVING PROCESS
Social Literacy Group,
Van Sickle Junior High School
Springfield, Massachusetts
Spring, 1976
(Draft)
Introduction
. . .
Instructions for the Nuclear Problem-Solving Process
The objective of this 20-minute problem-solving process is for two
or more people to generate at least two potentially useful, new solu-
tions to a specific problem experienced by one of the individuals. For
the Nuclear Process to be maximally effective the rules for each phase
should be followed exactly.
1 . Naming the problem
The problem-poser has up to five minutes, but no more, to describe
a specific problem incident to a colleague who listens carefully, does
not speak or ask questions and who keeps time. The problem poser must
stop immediately, even in the middle of a sentence, when the colleague
signals that the five minutes are up. (REQUIRED)
In describing the incident the problem-poser may respond to those
questions in the following list that best elicit a full description of
the event. It is NOT REQUIRED that all of these questions be answered
in the first 5-minute period.
What was the problematic incident ?
Who was involved? When and where did it happen?
What did each person do or say?
What were the consequences of the incident?
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What were the sequence of events and consequences
after the incident? How did you feel during and after
the incident? How do you think the other person(s)
felt during and after the incident?
What led up to this incident?
Was there a prior history to this incident that
made it particularly problematic? What experiences in
your life that day preceded the incident and set the
stage for it? What experiences in the other person's
life that day set the stage for this incident?
2. Analyzing the causes of the problem
In this 5-minute period the problem-poser responds to questions
from the colleague (s) who attempt to clarify what happened and why.
The colleagues do not need to use the full 5 minutes searching for
causes, but must stop at the end of 5 minutes precisely. (REQUIRED)
The following questions may be helpful in identifying important
causes. The colleague (s) are NOT REQUIRED to ask these questions:
Ask the problem-poser to complete each of the following
three sentences as many times as they can.
What I really wanted in this situation was. . .
What the other person(s) really wanted was. . .
The basic conflict was. . .
Was this incident unique or part of a pattern?
Has this incident occurred before? Have you reacted
in this way before? Has the other person? Has the
type of incident occurred with other people involved?
Is this a pattern for the class? For the school?
If this pattern were described as a game, how would
you "make points?" How would the other person "make
points?" If you were to write a rule book so that
another teacher could play this game exactly as you
did, what would those rules be? What would be the
rules for the other person(s)? What would you title
this game?
What have you done in the past about this problem? How has
it worked out? Why did it turn out that way?
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3 • Solving the problem
Brainstorm alternative solutions
. During this 5-nilnute period
one of the colleagues keeps time. The problem-poser makes notes on ALL
of the possible solutions that are mentioned. Adhere strictly to these
rules. (REQUIRED)
Aim for quality of alternatives; don't worry about quality.
Try to get at least 10 alternatives. Don't worry about de-
veloping these suggestions at this point. They can be very
briefly stated.
There will be absolutely NO evaluation of the alternatives
during this period, e.g., "Yes, but I tried that," "That
wouldn't work because. . . ." The problem poser should re-
cord all suggestions, however silly or Implausible. The
problem poser may also suggest new alternatives.
Try to build on others' suggestions. Find something good in
it. Suggest a variation or addition.
Let your imagination soar. Wild ideas very often contain
an element for a creative, effective solution.
Stop immediately at the end of 5 minutes no matter where you
are.
(b) Select and develop at least two alternatives . The problem
poser selects two or more alternatives that have greatest potential for
solving the problem. Collaboratively the problem poser and colleagues
refine these suggestions to the point where the problem poser believes
it will work and is committed to trying. Ideally the solutions should
avoid blaming or punishing any of the persons involved. Stop at the end
of 5 minutes, even if you have only one workable solution.
(c) Follow-up . The nuclear process ends as soon as the problem
poser and colleague agree on a time, place and way the colleague can find
out what happened. (REQUIRED) The colleague may also wish to offer help
in implementing the solution (s). (OPTIONAL). .
.
Q^ariations follow^
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SURVIVAL GUIDE
(IMPLICIT RULES FOR JOB INTERVIEW)
May 12, 1976
1. Never admit you don't know about or haven't done something.
2. Wear a dress.
3. Appear feminine (but not too!)
4. Find out as much as possible about the interview group in advance.
5. Always ask some questions of the interviewer/ s.
6. Look at job description in advance and be prepared to speak to
all areas,
7. Maintain eye contact.
8. Show a sense of humor.
9. Indicate personal interests and agendas in addition to or as an
opportunity to explore within the job expectations,
10. Don't seem to want the job too much or too little,
11. Don't be too lata or too early.
12. Indicate conviction on important points.
13. Don't smoke even if asked.
14. Be on your guard.
15. Ask committee about their expectations and objectives for the job,
16. Don't ramble on.
17. Don't repeat yourself.
18. Think before you speak.
19. Be prepared for differences—no two interviews are the same.
20. Don't try to find out about interviewers' "implicit rules,"
21. Know the right people—make as many contacts as possible.
22. Don't be over-cooperative or over-accomodating.
Hay
1«-15
[1976]
Conference
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Network
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Leaders
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INTERVIEW QUESTIONS
Administrative Support Group
June 11, 1976
A. Job Seeking and Finding
Many of us are attempting to move from classroom or specialist
positions (i.e., reading, librarian/media) to administrative positions.
In this category we have questions such as:
1. Do you have any advice about where or how to find an adminis-
trative position?
2. How long did it take you to find an administrative job--if it
took very long, what encouraged you to keep looking?
3. What was the interview like for your current position—the high
point, the low point? Any advice on interviews?
B. Administrative Realities
When you finally make it, what is it really like? In this connec-
tion we wonder;
1. What ware/are the unpredictable and unexpected obstacles or
problems you encounter as administrator?
2. Have you been able to achieve your personal objectives in your
present job? Have you changed your personal objectives since
you took your position?
3. What are the day-to-day, tedious, recurring frustrations in
your present situation? How do you spend your time?
G. Administrators and Change
Some of us are interested in administration because we would like
to have more impact on the institutions in which we work. We are cur-
ious about such things as
:
1. Did you come to your present job with clear objectives about
change strategies or did they emerge as you reviewed and be-
came fmniliar with your present situation? Have you been in
a position to bring about change?
2. What advice would you give to neophite administrators who wish
to achieve systemic change?
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3. What is your top priority as an administrator?
D. Women Administrators
Given the fact that numerically there are so few women in adminis-
tration we wonder:
1. Were you expected to behave in a certain way because you were
a woman? Did you? Do you still?
2. Do you have a collegial/peer group to whom you can turn for
support or information in your current setting?
3. Is it important to find another woman/women who share(s)
similar responsibilities and concerns?
E. Personal Survival
We are aware that there are often tremendous pressures on adminis-
trators, and we wish your advice on the following questions:
1, With so many demands on your time, what do you advise women
administrators regarding time management? How do you juggle
professional, personal commitments?
2, What kind of information (feedback) do you need to survive?
How do you get it?
3, Do you have any survival techniques, gimmicks, modus operendis
or whatever that you'd be willing to share?
i1

